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ABSTRACT
LOST IN TRANSITION: A GRADE NINE TRANSITION PROGRAM USING
STRUCTURED ARTICULATION ACTIVITIES
April 15, 2014
The purpose of this study was to investigate the impact of a set of structured
articulation activities on the transition of students from grade eight to grade nine. In
addition to this study, there are two linking studies, Allen (2011) and Christian (2012).
Both studies examined the implications of the intervention of the articulation activities on
the academic performance and behavioral conduct (Allen) and the development of Grant
County Middle School and Grant County High School organize and progress into a
learning organization (Christian). All three studies used the same conceptual framework
to develop and construct their individual studies and create a vision that was implemented
by teachers, administrators and students. Data were collected by retrieval from three
student surveys; the Susan Harter Self-Perception Profile For Adolescents, the Susan
Anderson Student Group, and the Focus Group Student Surveys). This was a post
treatment one time study with a treatment (implementation) group and one comparison
group. The study relies on the literature review of three vital concepts: organizational
learning, high reliability organizations, and effective schools. This study was a quasi
mixed-method design using both quantitative and qualitative methods. Likert-type
survey instruments were used to address personality profiles and the academic,
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procedural, and social transition from the student’s perspective of the transition from
grade eight to grade nine. Data were analyzed to determine if the set of structured
articulation activities influenced student attitudes about the transition process the student
experienced moving to the high school. Recommendation for best practices for grade
eight to grade nine are included as well as recommendations for further studies in the area
of transitioning from middle to high school.
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CHAPTER ONE
INTRODUCTION
The transition from middle school to high school is a developmental process that
is a challenging period of time for the adolescents of our school age population. They are
faced with an adjustment period that could affect their grades, attendance, and
participation in the activities offered to them at the high school (Isakson & Jarvis, 1999).
The new environment and academic demands that face these adolescents produce a stress
level which can interrupt the path to high school graduation (Wise, 2008). This
interruption is clearly evident in the present retention rate for ninth graders which has
increased from 4% in the 1970s to 12% in the 2000s (Haney et al., 2004). The transition
of these adolescents has created an experience for many students that will force them to
make choices that will affect their friendships, interactions with older students, coping
with more demanding and unfamiliar workloads, and the adjustment to new
environmental surroundings.
As stated above, the last three decades of ninth grade enrollment had increased;
however, a sizeable change was noted by the late 1970s with a steady increase of ninth
grade retentions due to an increase in the number of failing grades by the students. This
rate of retentions produced 12% fewer students in grade ten than in grade nine of the
previous year (Haney et al., 2004). Those ninth grade students who fail two or more
classes, and are retained; create a bulge in ninth grade student
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levels. This negative process then creates a combination of incoming ninth graders and
a large number of students who have experienced notable failure in their first year of high
school coming together to create considerably larger ninth grade class (Kennelly &
Monrad, 2007). Students that enter the ninth grade from the eighth grade with low grade
point averages, high absenteeism, and discipline problems create an unprepared incoming
ninth grader, which contributes to a failure cycle. Hertzog and Morgan (1999) reported
in a study, which reviewed 450 middle and high schools, the ninth grade has become a
holding area for students who have failed to cope with the academic and social pressures
of the high school environment. The bulge that exists for the high schools has to be
examined and solutions found for this dilemma.
The consequences of not addressing the retention rate in the ninth grade leads to
an increase in the dropout rate of students at the high school level. Haney et al. (2004)
point out that the dropout rate between the ninth and tenth grade has tripled over the last
30 years. George & McEwin (1999) found that the highest failure rates exist in the ninth
grade across the nation and that failure rate can produce high numbers of dropouts. The
retention of a ninth grader can increase the dropout rate by 50%.
Success at the ninth grade level is an essential ingredient towards achieving the
goal of receiving a high school diploma. To accomplish this task, Fullan (1995) suggests
schools must become learning centers that can develop and implement change in the
structure of these centers. The capacity for innovation and reform depends on the
learning center’s ability to work collaboratively to improve the teaching and learning in
these centers (Louis, 1994, 2006). The change needed at the eighth and ninth grade
levels will have to be addressed by examining how the process of learning is occurring in
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these grade levels (Spender & Grant, 1996). The development of systematic structures
which can foster change in the existing processes and practices must be developed and
reviewed by participants of the existing structures (Silins & Mulford, 2002).
Transition studies (Blyth, Simmons, & Bush, 1978; Isakson & Jaris, 1999; Johnston,
1992; Lee & Smith, 1995; Waggoner, 1994; Williamson & Johnston, 1999) were
analyzed and reviewed with the intent to understand how to implement and evaluate the
use of structured articulation activities which can influence the transition of students from
middle school to high school. The conceptual framework of this study centers on the
development of activities designed by high reliability organizations, (Datnow &
Stringfield, 2000; Stringfield, Reynolds, & Schaffer, 2008; Welck, Sutciffe & Obstfeld,
2000) and effective schools (Brookover et. al., 1982; Lezotte, 2007; Sammons, 2006).
High reliability organizations and effective schools are connected to the study of
organizational learning (Louis, 1994; Senge, 1990). The development of structured
articulation activities is aided by the structures of high reliability organization and
effective schools, which address school improvement at the school and district level. The
common characteristics of these organizational change mechanisms can be blended
together for an improvement plan that will assist in the effective development of
structured articulation activities. Schools interested in organizational learning can, at this
point, clarify and blend these characteristics in order to create and implement structured
articulation activities which can assist adolescents to navigate the transition from middle
school to high school.
Achievement levels mandated by the No Child Left Behind Act (NCLB, 2002)
require graduation rates of 90% or better to be met by all high schools in the next ten
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years. This requirement alone forces high schools to examine the causes of high
retention rates at the ninth grade levels. Strategies that will help prevent high
absenteeism and retention caused by repeated failures will be examined by school
personnel to find ways to implement interventions.
Research which offers specific recommendations to enhance a positive and
effective transition from the eighth grade to ninth grade is minimal (Akos & Galassi,
2004; Mizelle, 1995). New information on the transitional process can provide additional
strategies to an area in need of more research.
Problem Statement
Most middle and high schools do not usually implement strategies to ensure the
student’s successful transition from middle school to high school. Mizelle and Irwin
(2000) reported that schools implement, on the average, fewer than three articulation
activities to support the transition from grade eight to grade nine. Hertzog and Morgan
(1999) found that schools that implement five or more articulation activities from the
categorical areas of (1) Curriculum, (2) Facilities, (3) Safety and discipline, (4) Teachers,
counselors, and administrators, and (5) General all increased the probability of student’s
successful transition from grade eight to grade nine. The general category contains any
activities that do not directly fall into one of the other four categories. Therefore, with
the research by Mizelle, Irwin, Hertzog, and Morgan as a foundation, this study
implemented a set of structured articulation activities into an intervention titled the Grant
County Transition Initiative. The Grant County Transition Initiative (GCTI)
administrative team selected a structured set of twelve articulation activities that
encompassed all five categorical areas from the research of Hertzog and Morgan (1999).
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Purpose of the Study
This study was the cornerstone of two linking studies prepared by Allen (2011)
and Christian (2012) which used the same conceptual framework to examine the
intervention of structured articulation activities during a student’s transition from grade
eight to grade nine. This structure is depicted in Figure 1. Allen’s study was focused on
the performance and behavior outcomes of students who attended Grant County High
School as grade nine students and compared their results of Bullitt East high School
students, who received a limited number of articulation activities. In addition, Christian’s
study examined the development of a learning organization at Grant County High School
and Grant County Middle School as it worked together to implement the set of
articulation activities into the existing transition process. The Common core linking all
three studies was the recognition of the same vision for the teachers, administrators, and
students whose goal was to experience a successful middle school to high school
transition. The purpose of this study was to identify the impact of a set of structured
articulation activities on the successful transition of students in the treatment group from
grade eight to grade nine.
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Allen Study
Performance
and Behavior
School
Measure

Christian Study
Learning
Organization
Common Vision

Hibbett Study
View from
Student’s Eyes
Focus on
Academics
Figure 1. Overall Structure of Joint Study Participants
Significance of the Study
The failure rate at the ninth grade level creates an unfortunate pattern of
disillusion for the young adolescents who are trying to start their secondary academic
years on a positive path. Their social and academic success during these years can have
enormous consequences in the development of their future academic success. The high
percentage of ninth graders in the high school is a problem for the entire country
(Kennelly & Monrad, 2007). This dilemma creates lower levels of enrollment at the
other grade levels which results in lower graduation rates and higher drop out numbers.
Kennelly & Monrad, (2007) emphasize that school leaders must focus intensely on the
consequences from the failure to drop out pattern that the high school environment is
producing at the ninth grade level. The failure rate exists to a degree of three to five
times higher than the tenth, eleventh, and twelfth grades (George & McEwin, 1999).
Black (2004) reports ninth graders experiencing failure at this early start to the high
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school academic environment will have a 70 to 80% chance of not receiving a high
school diploma with their classmates.
The impact of eighth and ninth grade transition problems could have an impact on
Kentucky which has seen a 20% higher enrollment in the ninth grade over the eighth
grade in 1999. This places Kentucky with six other states that rank at the top of the list
for having the largest number of ninth graders which created a noticeable bulge (Haney et
al., 2004). The impact of failure at these rates has impacted the United States ranking of
high school diplomas from first to thirteenth compared to global competitors (Wise,
2008). These results have placed Kentucky in a critical situation where it is important to
produce a population of adults with the skills needed to compete regionally and globally.
There is little empirical evidence available which studies the failure rate at the
transition point of eighth and ninth graders, where a set of structured articulation
activities were introduced to improve their confidence and academic levels. The research
that does exist recognized some correlation between the implementation of these
activities and the improvement of student success in the ninth grade. Studies that
indicated improved student progress all had specific articulation activities present in their
programs (Hertzog & Morgan, 1999; Mac Iver, 1990, Mac Iver & Epstein, 1991). The
results from these studies affirmed structured articulation activities can have a positive
effect on the transition process of adolescences from middle to high school. The number
and nature of activities and their effectiveness still need to be examined further.
This study expanded the present knowledge by addressing the intervention
process of eighth graders transitioning to the ninth grade level. Additionally, this research
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evaluated the implementation of specific articulation activities and its impact on social
and academic experiences of these students.
Context and Inception of Grant County Transition Initiative
The Grant County Transition Initiative (GCTI) was implemented during the
school term of 2008-2009 at Grant County Middle and High School. A set of structured
articulation activities was introduced through to the 2009-2010 school term. This study
examines the impact of the GCTI had on student attitudes. Previous studies in
conjunction with this study addressed student achievement and behavior (Allen, 2011)
and the learning organizational structure (Christian, 2012). For this study, Grant County
Middle and High School were identified as the treatment site and two Bullitt County
middle schools and one high school were used as comparison sites. Both the
administrations and eighth and ninth grade faculties at Grant County Middle and High
school were involved in implementing the articulation activities. Performing well
academically and behaviorally at the high school level was the main goal of articulation
activities.
The transition research of Hertzog and Morgan (1999) and Mizelle and Irwin
(2000) served as the guide for specific articulation activities which were implemented in
this study. The literature review in Chapter Two outlined the various articulation
activities found in the body of research which support the selection of the specific
articulation activities applied in the GCTI.
The focus of this study was to (1) Create an initiative that would have positive
impact on students while they transition in the ninth grade. (2) Add to the body of
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knowledge about the impact of a set of structured articulation activities on student’s
transition from the eighth grade to the ninth grade.
Research Question
The original project that focused on four research questions was separated into
three individual studies. The four questions in the original project included:
Research Question 1: What impact does a set of structured articulation activities have on
student attitudes?
Research Question 2: What impact does a set of structured articulation activities have on
student academic performance?
Research Question 3: What impact does a set of structured articulation activities have on
student behavior?
Research Question 4: What impact does a set of structured articulation activities have on
Grant County Schools as a learning organization?
This study addresses Research Question 1: What impact does a set of structured
articulation activities have on student attitudes? Key challenges confront the student who
experienced difficulties of moving from grade eight to grade nine. This research question
searched to find out how students will respond to the introduction of a set of structured
articulation activities during the transition process. Their responses measured how the
students reacted to academic, social and procedural demands of this process. In addition,
Allen (2011) measured student’s academic performance and behavioral conduct after the
implementation of the same articulation activities. Also, Christian (2012) measured the
development of the articulation activities through the lenses of the administrators and
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teachers as they operated as a learning organization. All three studies are geared towards
influencing a positive outcome for students who transition to the high school.
Assumptions of the Study
The empirical research available on the transition of students from middle to high
schools is limited in recognizing the individual needs of these students. Articulation
activities that address these needs (Mizelle & Irwin, 2000) can help students navigate the
social, developmental, and cognitive experiences they will face in the transition process
from middle school to high school. Therefore, the assumptions of this study are:
1.

All the Grant County Middle School students in year 2008-2009 went to Grant
County High School in year 2009-2010.

2.

All the Bullitt County Middle School students in year 2008-2009 went to a
specific Bullitt County high school.

3.

Each of the participating high schools had a ninth-grade Freshman Academy.

4.

The Freshman Academies in both counties share common traits.

5.

The concept that all students in this study were included in the general education
setting had the ability to demonstrate academic success.

6.

The certified staff at all participating schools was highly qualified.

7.

Course requirements in each high school were comparable.

8.

All participating middle level schools functioned as middle schools with the
teaming structure.

9.

The schools in Bullitt County, which functioned as non-treatment groups, would
operate under normal orientation activities. No additional articulation activities
would be introduced during the time of this study.
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Summary
Kimmel and Weiner (1985) recognized three important developmental stages
occur in adolescence which center on self-reliance, expanding relationships with peers,
and the ability to gain intimate friendships. The ninth grade academic year represents
developmental challenges for students as they strive for the emotional, cognitive, and
behavioral components that will help them become autonomous (Berndt, 1989). This
study examined the intervention of articulation activities in the transition process and the
extent to which they affected the attitudes of adolescents during their transitional
experience.
The change needed to structure positive intervention into the lives of these
adolescences will require schools to understand and document both what happens in the
classroom and at the school level. Organizational learning requires a shared, social
construction that is common to all members of the school organization (Louis, 2006).
This study examined the research on organizational learning, high reliability
organizations and effective schools and how their principles can help develop and
implement a program of articulation activities designed to improve the school related
changes that may affect student attitudes towards the transition experiences that evolve
from moving to the high school from the middle school.
Chapter Two presents research on organizational learning and how this links with
the characteristics of high reliability organizations and effective schools. High reliability
organizations and effective schools set the groundwork for the implementation of a
structured articulation activity in an effort to improve student academic performance as
they transition to a new educational environment.
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Definition of Terms
Advisory Period – a time when teachers and students examine predicted life issues:
conflict resolution, diversity, goal setting, and peer relationships.
Articulation Activities – activities designed to create a smooth transition from one school
level to another, thereby increasing the likelihood of success at the next level. These
activities familiarize students and parents with the new school, the new teachers, and the
school’s policies, expectations and programs in order to create a seamless transition. In
this study they are considered a set of structured articulation activities, with none of the
activities considered to be of greater value than others. The activities implemented for
this study have been organized into five categories: curriculum; facilities; safety and
discipline; teachers, counselors, and administrators; and general.
Curriculum – these activities inform students and parents about curricular expectations,
course offerings, the number of credits per year needed to stay on track for graduation
ACT information, homework policies, schedules, etc.
Facilities – these activities acclimatize students to the building to which they will
transition.
Safety and Discipline – these activities inform students of the school’s discipline policies,
dress code, behavior expectations, and student absence policies
Teachers, counselors and administrators – these activities help teachers, counselors, and
administrators build relationships with students and their parents, and provide career
expectations and response to intervention opportunities.
General – these activities include any activity that doesn’t fall into one of the other four
categories.
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Athletic competence – the adolescent’s perception of his or her athletic ability and
competence at sports.
Dropout – a grade 7 through 12 student who leaves school prior to completing the school
year or fails to return to school yearly until he or she has completed graduation
requirements.
EXPLORE Data – a component of the ACT assessment program (a commercially
marketed curriculum-based assessment program) which is designed to help eighth-grade
students expand an understanding of their academic development in terms of preparation
for future educational opportunities. EXPLORE assesses academic programs.
GCTI – Grant County Transition Initiative.
Horizontal Planning Meeting – a meeting of teachers who teach the same content area at
the same grade level. The purpose of the meeting is to analyze and monitor curriculum
and student progress.
Individual Learning Plan (ILP) – individual student plans that include coursework,
credits, learning style inventories, career goals, grades, behavior, student absence and
RTI (response to intervention) plans.
Infinite Campus Student Data Tracking System – Kentucky’s technology system for
tracking student information.
Interdisciplinary Meetings – meetings in which educators who teach different content
focus come together to discuss strategies to increase a particular student’s progress.
PLAN Data – a component of the ACT assessment that provides tenth-graders with
information that will assist them in building a solid foundation for future academic and
career success and provide information needed to address school district issues.

13

Progress Monitoring – a system through which educators monitor student performance
and set specified timelines and benchmarks.
Retention-by-Failure Rate – the percentage of students that do not meet the academic
requirements of the institution to move on to the next grade level.
Small Learning Communities (SLCs) – SLCs are school structures such as freshman
academics or multi-grade academies organized around career interests or grade level
teams. Students are assigned to a particular SLC and remain with that group of peers and
teachers through the school year. SLCs are also known as “schools within a school”
(Bernstein, Millsap, Schimmenti, & Page, 2008).
Set of Structured Articulation Activities – the 12 articulation activities implemented by
Grant County during the 2008-2009 and continued in the 2009-2010 school year.
Student Behavior – in this study, the target is disruptive student behavior and is defined
as behavior that persistently impairs or interferes with the goals and functions of the
school setting. A disruptive student is one who interferes with learning process in the
classroom.
Tier Consequences – levels of consequences created by the state for individual schools or
districts for not meeting specific federally mandated assessment goals. Various tiers
result in labeling the school/district as underperforming.
Transition Committee – a committee that includes teachers and, to various degrees,
counselors and administrators from a middle school and high school, whose task is to
develop a transition program that consists of a set of structured articulation activities for
students moving from grade eight to grade nine.
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Vertical Planning Meetings – varied grade level same content meetings or varied content
(interdisciplinary) meetings. These meetings can extend to school personnel below or
above the school level.
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CHAPTER TWO
REVIEW OF THE LITERATURE
This chapter contains the description of and literature to support the conceptual
framework of this study, which is the result of collaborative efforts by three Doctoral
candidate students, which includes the preparer of this dissertation. All three Doctoral
candidates identified specific questions to answer in this joint study. As detailed in the
study completed by Denise Allen (2011), and in this review of literature, this study was
developed from three well established, powerful concepts: Organizational Learning (OL),
High Reliability Organizations (HRO) and Effective Schools (ES). It also includes a
detailed review of studies that specifically address transition of students from one grade
level to another. The integration of these three concepts, organizational learning, high
reliability organizations, and effective schools can help an organization increase
performance and reliability. All three doctoral candidates participating in this study
determined integrating these three concepts is equivalent to installing an attentive
infrastructure. In this study, this infrastructure would be critical to effective and
systematic implementation of the grade eight to grade nine set of structured articulation
activities.
In this study, the three Doctoral candidates determined organizational learning
effectively connects high reliability organizations with effective schools which provide a
robust structure for school reform, lays the foundational structure for developing a
transition program, and informs the research and activities for guidance of this study.
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Organizational Learning
During the last decade, organizational learning has served as a research based
framework for examining school improvement (Cousins, 1998). Organizational learning,
for the purpose of this study, is defined as the social processing of knowledge, or the
sharing of individually held knowledge or information in ways that construct a clear,
commonly held set of ideas (Louis, 1994). Central to this concept is that organizational
learning involves turning facts or information into knowledge which can be shared and
acted upon.
Each of the three doctoral candidates participating in this study determined each
organization develops unique characteristics that influence the individual members of the
organization. These characteristics are also transmitted to communities of individuals
through their history and norms (Fiol & Lyles, 1985). Senge (1990) identified the
characteristics of organizations to include the following: Systems thinking, shared mental
models, team-based learning, and shared vision building. Levitt and March (1988)
described organizational learning as route-based, history-dependent, and target-oriented.
Fiol and Lyle’s definition of organizational learning appropriately summarized the
particular foundational theory of this study as, “the process of improving actions through
better knowledge and understanding” (p. 803).
When applying the theory of organizational learning to transition programs,
schools as organizations must work collaboratively to develop a shared vision and a
common set of goals for school improvement. The school organization must work
systematically to create a process for sharing information within and between schools in
order to turn advocacy into action. This process would provide insights on how to
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improve the efficiency of organizational learning. The school organizations can then
create clear goals based on better knowledge and understanding of the school’s need and
ultimately the schools become smarter organizations (Coleman, 1974). Combined with
vertical and horizontal communication within the organization, transition programs have
the potential to successfully impact the organization, student progress, student behaviors
and student attitudes. Organizational learning represents a core competency of both
effective schools and high reliability organizations which is paramount to implementing
organizational change.
High Reliability Organizations
Welck, Sutciffe and Obstfeld (2000) determined that the high reliability
organization is a conscientious process. High reliability organizations use sophisticated
forms of another concept, organizational learning (Marais, Dulac & Levison, 2004).
Organizational learning shares the following characteristics of high reliability
organizations that embody the high reliability conditions of a school or school system
identified by Datnow and Stringfield (2000): A set of clear goals, a shared belief across
all levels, and maintenance of data bases, repeating standard operating procedures,
extensive recruiting, targeted training, two-way monitoring, collegial decision making
and strong communication.
Datnow and Stringfield (2000) stated that high reliability organizations such as a
school require well-focused coordination among key groups within a school, district, and
state. Changing the atmosphere and giving a school new direction requires that the
organizational process of change occur from top to bottom during the implementation
stages. Those responsible for the implementation must be involved in the development,
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yet those leaders at the top must be providing focus and setting expectations.
Stakeholders involved in the implementation process must be involved in the
developmental process throughout each step of the journey. Datnow, Hubbard and
Mehan (1998) propose that social structures such as schools and school systems follow a
pattern of emphasis on structure, culture, and agency. In more direct terms, these
structures are seen as “real people confronting real problems in classrooms, school board
meetings, and reform design labs” (Detnow & Stringfield, 2000, p.8). The process of
creating the collaborative structure will foster the reform of ideas and implementation of
those ideas into practical outcomes. For a positive impact on transitions from one grade
level to the next, schools must work collaboratively with the feeder schools students are
leaving and with the receiving schools the students are about to enter. In 1994, Dr. Sam
Stringfield made a recommendation to the Memphis school system that they consider
adopting a set of break-the-mold school reforms. This list of eight reforms includes
“ATLAS” which is a model which established a pathway across feeder schools (Ross,
2001). All stakeholders must be involved in the development and implementation of the
program for organizational change to produce high reliability organizations.
Schools that employ the characteristics of these three concepts (organizational
learning, high reliability organizations, and effective schools) face an enormous amount
of pressure from special interest groups that try to influence the organizational change
process at both the school and district level. As was observed in the “Memphis Story”
stakeholders, such as members of the school community and policymakers, expect
immediate and visible results, which usually include improved test scores (Ross, 2001).
Stringfield and Yonezawa (2000) critiqued the impact of district support for schools
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when implementing high reliability organization characteristics. Stringfield and
Yonezawa recognized the need for unwavering district support in bringing about the
changes needed for reform. The effectiveness of the implementation process relies
heavily on the support and involvement from district level administrative teams. District
support is a characteristic of a high reliability organization which connects at all levels of
the organizational structure. For transition programs to be effective, the participants of
this study determined all stakeholders must have a clear understanding of (and a
commitment to) the purpose of the reform and the goals of the initiative, an
understanding of the powers that impact the change, and an understanding of their power
to influence change.
Stringfield and Teddlie (1991) and Teddlie and Stringfield (1993) point out that
district leadership, school level administration, and building level instructors must be
prepared to spend the time required to develop an effective program. Stringfield and
Datnow (1998) studied numerous school districts, examining why each experienced
success or failure with reform movements. Schools that experienced success in
organizational change received early district support and used characteristics common to
high reliability organizations to establish sustainability for reform. Schools that
experienced instability of district leadership often derailed the sustainability of the reform
attempt and only short term success. Researchers emphasized the need for schools to
emulate the following characteristics of high reliability organizations when initiating
school organizational change: The need for shared goals, a focus on measures for school
improvement, the development of a systematic process for disseminating information, the
development of a process of inquiry into what needs to be changed and why, the need for
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collaborative decision making, and the alignment of policy systems (Datnow &
Stringfield, 2000; Rossi & Stringfield, 1998).
In summary, the research completed by the participants of this joint study clearly
directs schools and school districts toward embracing the characteristics of high
reliability organizations. These two components, high reliability organizations and an
organizational learning structure are critical parts of the foundation for this study’s
middle school to high school transition program. LaPorte and Consoline (1991)
reinforced the importance of operating under systematic plans to ensure predictable
outcomes rather than relying on the trial and error method.
The concepts mentioned are strategic, systematic, and paramount to increasing the
success rate of transitioning eight-graders to ninth-graders. The set of structured
articulation activities used in this transition program are systematically planned, clearly
defined, continuously monitored, and serve to change the organization and produce
outcomes of improved student performance, student behavior and student attitudes.
Effective Schools
Schools and districts can become high reliability organizations by excelling at the
carrying out of existing expertise. An effective school has been defined as one in which
students advance academically further than might be presumed based on the student’s
likelihood of academic performance (Sammons, 2006). Therefore, it is reasonable that
effective schools reflect many of the characteristics common to organizational learning
and high reliability organizations. When researching effective schools, high reliability
organizations and organizational learning have the following characteristics in common:
A clear set of goals, systems thinking, shared mental models, collaborative efforts and a
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shared vision and strong leadership (Lezotte, 2007). These characteristics, when
embodied in successful grade eight to grade nine transition programs, develop a strong
structure for organizational change in schools.
Proponents of effective schools recognize the school and all its stakeholders have
the power to make a difference in student achievement regardless of a student’s
socioeconomic status (Edmonds, 1982; Brookover et al., 1982). This study provided
support to schools by providing information on how to develop school structures and
programs. For example, school transition programs that positively impact the
organization, student academic performance, student behaviors and student attitudes,
regardless of student family backgrounds. The Brookover and Lezotte (1982) study
confirmed that all students can achieve at high levels in a variety of school settings from
rural to urban, elementary to high school, and among varying income levels. Edmonds’
question summarizes the authority of schools in developing organizational structures that
make a difference in student outcomes, ‘What is the interaction between pupil
performance and family background?’ If there is an interaction, is it a correlation or is it
a causal interaction? This is a serious question because if you conclude that family and
social class can impact pupil performance, then the only way to have an impact is to
intervene in the nature of the American family; especially with those families whose
characteristics are of concern. If you conclude, on the other hand, that it is merely a
correlation, and that social class and family background are not, in fact, causes of
performance, then you do not have to intervene in the life of the family. You intervene
instead in the nature of the way schools respond to the differences in families they are
supposed to serve (1980, p. 5).
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Transition programs provide an avenue for schools to collaborate with students
and their families in a positive manner, regardless of the family cultural or socioeconomic background.
Edmonds (1982) published the first of several updates to what became known as
the Correlates of Effective Schools in the paper Programs of School Improvement: An
Overview. The first correlation identified the following characteristics effective schools
had in common: (1) Strong leadership of the principal, (2) A focus on instruction, (3) A
safe and orderly climate, (4) High expectations for all students, and (5) The use of
measures of student achievement. The characteristics of effective schools found that the
research of Ainscow and Muncey (1989), Armor et al. (1976), Trisman, Waller and
Wilder (1976), Doss and Holley (1982) continued to support the characteristics found in
the research of Edmonds. Case studies noted in Effective Schools Review completed by
Purkey and Smith (1983) indicates numerous schools followed the same characteristics of
Effective Schools.
Effective schools are organizations that are entrenched in a culture of respect,
communication, and collaboration among all stakeholders. An example of the connection
that exists between high reliability organizations and effective schools is found in the
research of Deal, Intili, Rosaler, and Stack-House (1977). This research is relative to the
characteristics of high reliability organizations in suggesting the inclusion of teachers in
the development of activities in order to impact change. The study by Deal et al.
suggested that change would more likely be engrained within the culture of the school if
teachers were empowered and involved in the process. Transition programs that involve
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all stakeholders, including teachers, in the development and implementation of a set of
structured articulation activities will more likely experience success.
Effective schools research has evolved through various stages (Lezotte, 2007).
Updates to the effective schools approach include the addition of the following
characteristics: (1) The use of disaggregated data; (2) School effectiveness judged by
results; (3) Data-driven decision making; (4) Collaboration and ownership among staff;
(5) The notion that change is complex, takes time, and is a part of the process; and (6) the
need to involve all stakeholders in the dialogue of change. Many of the characteristics
focus on organizational change.
Lezotte recognized the importance of system-wide success. Lezotte states
“Eventually it became clear that school improvement, resulting in increased student
achievement, could only be sustained with strong district support” (Lezotte, 2007, p. 5).
Furthermore, Lezott’s research looked at relationships and interactions between and
among members of the system at large.
Common characteristics appear to emerge from the literature of effective schools.
Characteristics universal to organizational learning and high reliability organizations,
when embedded in a middle school to high school transition program, change the
organizational structure to ensure the likelihood of successful student transition.
Sammons, Hillman, and Mortimore, (1995) concluded that consistent effective schools
are: (1) Disciplined, safe and orderly places of learning; (2) Schools that have a culture
and climate of high expectations for all students’ academic achievement; (3) Led by
strong instructional leaders; (4) Structured in a way that fosters a systematic process of
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monitoring student progress and program implementation; and (5) Places where teachers
and leaders collaboratively make decisions based upon data
An increasing number of researchers suggest the primary focus for school
improvement should be on institutional change using organization development. One
group of researchers indicating this focus is Purkey and Smith (1982). Their position is
that organizational change due to a transition program is likely to take root when the
entire school culture is moved to action to produce changes in student academic
performance, student behavior, and student attitudes. For sustained change to occur, a
deeper level of commitment is needed. That deeper level of commitment requires
changing behaviors and attitudes as well as the school organization. Purkey and Smith
indicate commitment requires change within, among, and between people and the
organization itself. Without an internal change in the culture of the school, the
implementation of the characteristics of organizational learning, high reliability
organizations and effective schools will happen only in the form of compliance.
Structured articulation activities, such as building level tours, are surface level activities.
Another concept directly related to this study is referred to as “loosely coupled
systems”. Scholars, such as Sarason (1990) and Cohen (1995), have described
educational organizations as “loosely coupled systems”. Both scholars assert a change in
one area of a school’s organization does not mean there will be a fundamental change in
another area of the school’s organization. Weick’s (1976) research indicated that schools
are loosely coupled organizations with regard to student achievement and classroom
instruction. An example of loosely coupled systems is school based decision making.
While this system may be beneficial to the individual school, the district as an
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organization does not benefit from each separate component of the district making
decisions in different directions. The research and study conducted by Marzan and
Waters (2009) determined those highly reliable organization and the highest performing
school districts should be tightly coupled systems regarding student achievement.
Weick (1976) viewed school management and classroom instruction as “loosely
coupled systems” due in part to teachers’ isolations and the practice of teachers enjoying
a relatively high degree of independence. In Figure 2, the model describes the
progression of transition from elementary school to middle school to high school. The
thin line arrow from elementary school to middle school indicates the loosely coupled
system as described by Weick.
In this study, the school system is articulating schools to one another, specifically
from middle school to high school. Therefore, the arrow from middle school to high
school is bolder which indicates the existing loosely coupled system in this study is
attempting to tighten the linkage. Another perspective is that loosely coupled systems are
the “glue” that attaches the separate components of the organization together. The
implementation of a set of structured articulation activities in this study is designed to
tighten the linkage of the system that involves the transitioning from middle school to
high school. This particular study is an example of systemic affects.

Figure 2. Illustration of the Focus of the Study
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Organizational Learning, High Reliability Organizations, and Effective Schools
The intent of this study was to demonstrate that transition programs which
incorporate the commonly shared characteristics of Organizational Learning, High
Reliability Organizations, and Effective Schools can create organizations that produce
positive outcomes. Transition programs which include a set of structured articulation
activities emulating the characteristics of these three concepts increase the possibility of
successful student transition from grade eight to grade nine. Research has found that
when middle school students took part in a middle school to high school transition
programs with several diverse articulation activities, fewer students were retained in
grade nine (Mac Iver, 1990). When asked for their insight on these programs, the middle
school principals indicated they would expect fewer of their students to drop out before
graduation when a transition program provided supportive advisory group activities or
responsive remediation programs (Mac Iver & Epstein, 1991). When strong school
leaders work collaboratively with all participants in the development, implementation,
and monitoring of a transition program, they increase the probability of program success.
Schools that create system structures for transition from grade eight to grade nine create
organizational change that produces positive results as evidenced through student
academic performance, student behaviors, and student attitudes (Hertzog & Morgan,
1999).
Conceptual Framework Foundation
Organizational learning effectively connects the attributes of high reliability
organizations and when combined with effective schools, effective programs are
instituted which can develop a healthy structure for the development of a successful
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transition program. A structure formed with these ideas provides a healthy framework to
interpret and evaluate studies that address transition issues for students.
Murphy’s (1992) study of organizational learning identified three critical
components in creating a positive change: A focus on outcomes, attention to consistency,
and coordination throughout the school community. An example of a study utilizing
Murphy’s components of organizational learning is Hertzog and Morgan (1999) in their
study of 57 middle schools in Florida and Georgia. This study determined that transition
programs which embed a set of structured articulation activities serve as the catalyst in
producing organizational change that impacts academic performance, student behavior,
and student attitudes.

Figure 3. Grant County Transition Initiative Conceptual Framework
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The conceptual framework for this study is shown in Figure 3. Figure 3 indicates
a set of structured articulation activities being implemented based on the foundation of
the three concepts of high reliability organizations, effective schools, and organizational
learning and based on research completed previously on students who transition from one
school setting to another. The study’s purpose was to show when this scenario occurs,
there is the likelihood that the organization would show a positive change. Student
academic performance will improve. There will be a decline in negative student behavior
and student attitudes will improve. In general, the conceptual framework demonstrates
when schools employ the characteristics of organizational learning, high reliability
organizations, and effective schools; they can then move in the direction of developing
and implementing a systemic process. This process consists of structured articulation
activities. The set of structured articulation activities implemented in this study were not
randomly chosen, but are contextually based on the work conducted by Connell and
Wellborn (1991), Datnow, Park, and Wholstetter (2007), and Rumberger and Palardy
(2005).
The Connell and Wellborn (1991) framework and Appleton, Christenson &
Furlough (2008) pointed directly to the successful transition of ninth-grade and beyond,
linking teacher support to student engagement and success. This model supports the
concept of teachers working together to ensure individual student success. According to
Connell and Wellborn, there is a need for schools to provide a more caring, personalized
learning environment that will positively influence student performance. Middle school
students, with a high level of teacher support, are almost three times more likely to have
high levels of engagement. Articulation activities within the structure of teams and

29

freshman academics serve as the catalyst in creating more personalized environments and
more positive transition experiences.
Datnow, Park, and Wholstetter’s (2007) research provides another foundational
pillar for this study in support of schools building capacity for data driven decisions,
connecting educators across schools in the sharing of student data and the development of
intervention strategies to ensure successful transition to high school. Middle school and
high school teachers, who are intimately involved in the implementation of articulation
activities which are based on individual student needs, can help create a smoother
transition for students as they enter grade nine. Outcomes expected as a result of the
implementation of a set of structured articulation activities include improvement in
student academic performance, improvement in student absence and behavior, and
improvement in student attitudes, which is the core of this study.
Rumberger and Palardy (2005) explored the relationship between school
characteristics and student outcomes. Their study recognized that school inputs at the
student level plus school experiences equals outputs in the form of test scores and dropout rates. Schools have little control over inputs, but they do have control over how they
organize and manage school processes and structures. Inputs which are considered
factors include gender, culture, and socio-economic status. Academics and teaming are
examples of structures and the set of structured articulation activities serve as the
processes over which schools have control. The conceptual framework for this transition
project reflected the same findings as the Rumberger and Palardy study with regard to the
characteristics that produce successful outcomes.
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Transition Research
This section describes research on three school transitions that students negotiate
throughout their schooling: (1) The move or transition from elementary school to middle
school, (2) The subsequent transition from middle school to high school, and (3) The
move from high school to college. The goal is to smooth out these critical transitions.
Student success is, in the end, a matter of productive transition. Students must
successfully navigate a series of transitions through each level of their education. First,
the student enters the transition: Orientation to the school’s expectations; participation in
the academic program; acclimating into the student body. Second, the student undergoes
the involvement transition, or making progress. Finally, the student experiences the
culminating transition, successful transition to the next level of education or life. With
each change, students’ transition experiences either add to their educational foundation or
create a barrier which diminishes their chances of success. The purpose of this section is
to examine the various levels of transition. In particular, this study focused on the
characteristics of the environment and participating students to create a set of structured
articulation activities that met the needs of students in the areas of academic, social and
emotional development.
Usually, after five to six years in elementary school, students negotiate the first
transition from the elementary school environment to the middle school environment. At
this time, elementary students leave behind classrooms where “everybody knows their
name” and where students are taught by a single teacher, who serves “in loco parentis”,
to enter middle schools with departmentalized, multi-teacher schedules. Ordinarily
within three years, the next transition occurs as students have just become accustomed to

31

the culture of middle school. Students move to larger, more impersonal high school
which is grade oriented rather than student oriented (Eccles, Midgley & Adler, 1984).
Schools which employ the characteristics of the three concepts of organizational
learning, high reliability organizations and effective schools exhibit increased student
academic performance and student behavior when combined with a set of structured
articulation activities
Elementary Transition Research
Usually the first transition in school that a student must navigate after beginning
school is the transition from elementary school to middle school. Sufficient research has
been conducted on transition from elementary school to middle school to help provide an
understanding of the impact such a transition has on students. Research conducted by
Rockoff and Lockwood (2010), Dutrow (1997), Diemert (1992), and Wagonner (1994)
provides insight into the difficulties that occur as students maneuver through one of the
most significant experiences in their young lives. During this transition period, students
face a range of new demands that are associated with such varied issues as school
structure, classroom organization, varied teaching strategies, academic standards, and
teacher expectations (Blyth, Simmons & Bush, 1978).
The transition from elementary school to middle school can be characterized by a
focus shifted more toward academics and less on the affective development of students.
Major consideration should be given to meeting student’s social needs. An example of
this is the major issue for students of self-perception. Diemert (1992) conducted a survey
of 23 fifth graders in a middle level school focusing on self-perception. The survey
indicated that at least 50% of both boys and girls reported that social needs were a
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priority for them. The changes in self-perception for students making the transition from
elementary to middle school is similar to that experienced by students making the
transition from middle to high school. Another example of social needs is the study
conducted by Waggoner (1994) which focused on 171 sixth-graders and their selfesteem. His study indicated that upper elementary students who rotated between classes
have fewer concerns when transitioning into middle schools. The results indicated that
these students were more confident in adjusting to the demands of the middle schools.
The rotation mirrored middle school class changes and allowed students to interact with
various student groups and adjust to different teachers’ expectations. Another aspect that
affects transition is the fact that elementary schools tend to be task oriented, while middle
schools are focused on performance (Midgley, Anderman and Hicks, 1995). The
situation often results in a change from small-group or individual instruction to wholeclass instruction. In middle school, the student-teacher relationships change due to the
number of students assigned to each teacher. Middle school teachers may have five
classes of 20 students in each, which reduces the time spent with each student and makes
it harder to forge that all-important teacher-student bond. Elementary teachers may have
one group of 25 students, which allows them time to personally know and assist their
students.
Another aspect of the transitional period involves motivation and performance.
Eccles and Midgley (1989) describe studies in which students, transitioning from the
elementary setting to the middle school, experience a decline in motivation and
performance. In the elementary schools, students’ success depends on their efforts and
guided practice with their teachers. In middle school, student success depends more on
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ability and competition. Rockoff and Lockwood (2010) conducted a study using data
from the New York City schools for students in grades three through eight from 19982008. Data were gathered on individual academic achievement and measured by annual
standardized test scores in English and Mathematics. Scores of students in both middle
schools and K-8 settings were compared. The results, though complex, indicate that
students who enter public middle schools in New York City fall behind their peers in K-8
schools. Those researchers suggested that a contributing factor may be when students
enter middle school. Frequently, they are arriving from several different elementary
schools.
In conclusion, as students move from elementary to middle school, they
experience intellectual, moral, social, emotional, and physical changes. For a student to
make a smooth transition, Schumacher (1998) recommends elementary students receive
assistance before, during and after the move to avoid damage to their social,
psychological, and academic well-being. To better prepare students for the move to the
middle school, highly organized elementary schools should review the transition research
in order to develop transition programs and include a set of structured articulation
activities. Many of the same concerns students face while transitioning from elementary
school to middle school are also found in the transition from middle school to high
school.
Middle School to High School Transition Research
One of the initial roles of the middle level education movement was to coordinate
adolescents’ transition into high school (Vars, 1998). In recent years, middle schools
developed transition programs to address the needs of students. However, young
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adolescents are still having trouble making the transition into high school. To ensure
those issues are proactively addressed, educators must work together with parents and
students to structure their programs and curriculum so young adolescents “experience a
seamless transition between schools” (Williamson & Johnston, 1999, p. 16).
The studies cited below provide empirical evidence of what matters most in
determining a successful freshman year of high school. Barone, Aquirre-Deandries and
Trickett (1991); George and McEwin (1999); Hertzog, Morgan, Diamond and Walker
(1996) all note the challenges eighth grade students experience during the transition from
the middle to the high school. As a result of these and similar studies, more “schools in
the middle” are developing transition programs aimed at meeting the specific needs of the
adolescent as they enter high school (Cognato, 1999). According to Gruhn and Douglas
(1947); McErwin (1998), Vars (1998); and Williamson and Johnston (1999), educators
need to implement a set of structured articulation activities at both the sending and
receiving institutions to ensure successful entry into high school and throughout grade
nine.
A longitudinal study conducted by Isakson and Jarvis (1999) and qualitative
studies by Kinney (1993) and Morgan and Hertzog (2001) found many current transition
programs function at the surface level by implementing a small number of activities
designed to ease the transition from middle school to high school. These surface level
activities usually include discussion about course offerings and building tours. Even
though familiarity with courses and the facilities are important in initiating a smooth
transition, they do not address issues that students themselves see as critical during this
time of transition.
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A 2006 research summary by the National Middle School Association (NMSA)
reported students are more concerned with affective issues, such as the need to belong,
peer acceptance, and fitting in (Oakes, 2009). Academic concerns, though understood by
students as important, are less important than these social issues that matter most to
students during this period of growth, social development, and self-awareness. Studies
showed freshmen are excited about the possibilities of becoming more involved in extracurricular activities, about meeting new friends, and about the freedom associated with
this transition such as having some authority over course selection and electives
(Cognato, 1999; Maute, 1991; Mizelle, 1995; Phelan, Yu & Davidson, 1994; and Wells,
1996). This same study found students also admit to the anxieties of not fitting in, fear of
harassment and bullying, concerns about getting lost, and worries about making poor
grades.
Both the NMSA (2006) and research from the Center for Equity and Excellence
in Education (2009) emphasize the importance of the collaborative efforts and shared
responsibility from middle school and high school faculty and parents to achieve the goal
of student success in grade nine. The collaborative efforts of leaders, counselors, and
teachers are critical in developing and implementing a set of structured articulation
activities which create a seamless and successful transition to grade nine. In this study, it
was vital that all stakeholders at both affected schools be involved in the process of
developing the set of structured articulation activities and the implementation of such
activities.
As students transition from one school to another, parental involvement begins to
fade. This loss of parental oversight is unfortunate because parental involvement is even
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more critical during the transition from grade eight to grade nine. According to Linver
and Silverberg (1997); Paulson (1994); Paulson, Marchant and Rothlisberg (1998)
students who have active and involved parents achieve at higher levels and, as a result,
are better adjusted to the new environment (Hartos & Power, 1997). Allensworth and
Easton (2005) studied three indicators of success in grade nine: course failure, overall
grade point average, and student absence. This study found that 95% of students with a B
average or better, during their freshman year, later graduated from high school. In
addition, course failures and the number of credits attained during the freshman year were
critical to the performance of grade nine students. A student’s being “on-track” is a
strong predictor in forecasting graduation from high school. Students are considered “ontrack” if they received at least five out of seven credits and failed no more than one
course (Allensworth & Easton, 2005). Researchers found that “on-track” students were
three-and-a-half times more likely to successfully complete high school in four years.
Student absence is a critical variable during the transition from grade eight to
grade nine. The Center for Comprehensive School Reform and Improvement Fund
(Oakes, 2009) determined that 90% of freshmen, who miss less than a week of school per
semester, graduate. Freshman students who miss more than two weeks of school, on
average, fail at least two classes. Of students who missed five to nine days of school in
their freshman year, only 63% graduated. Students who missed fewer than five school
days recorded a graduation rate of 87%. Attendance is not only predictor of graduation,
but it is also can predict course failure. Grade nine attendance rate was eight times more
predictive of course failure than grade eight test scores” (Allensworth & Easton, 2005, p.
16). Freshmen who arrive with high achievement test scores, and who miss more than
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two weeks of school, were found to be more likely to fail a course than freshmen who
miss only one week of school yet have low achievement test scores (Allensworth &
Easton, 2005). Further statistics from this study have shown more than half of the
Chicago freshmen failed a class, 40% or more freshmen missed more than a month of
school, and the average GPA was lower than a “C”. A solid transition program will
include activities that focus on encouraging students to come to school. The set of
structured articulations implemented in this study included strategies for encouraging
students to attend school. A component of the study includes analysis of student data
focused on changes in student absences after the set of structured articulation activities
were implemented. The hypothesis predicted the implementation of the set of structured
articulation activities will result in an improvement in individual student absence which is
very critical to the success of a student in grade nine.
In summary, addressing successful transition to grade nine does not start with
grade nine; it must start in the middle school. The transition into high school involves the
middle school program, as well as the implementation of specific articulation practices at
the time of the transitions (Gruhn & Douglass, 1947, McErwin, 1998; Vars, 1998;
Williamson & Johnston, 1999). For a successful transition from middle school to high
school, there must be purposeful focus on meeting the specific needs of the adolescent.
These include academic concerns, social issues, student absence, entering ninth-grade on
track, and parental involvement. This study proposed successful middle school to high
school transition programs help create a seamless transition to grade nine by focusing on
the needs of the adolescent.
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High School to College Transition Research
One of the last transitions to take place during a student’s educational career
happens during the move from high school to college. For others, this process ends as
students leave high school and enter the work force. With each transition, students
increase their chances of becoming lost in the process unless schools implement research
based on practices that help create a sense of community (Lee & Smith, 1995; Lee, Bryk
& Smith, 1993; Johnston, 1992; and Bryk & Driscoll, 1988). During any transition
period, students’ grades, student absence, and behavior may be negatively impacted
unless schools have programs in place that include a set of structured articulation
activities to increase the likelihood of a successful transition.
The UCLA Center for Mental Health found school students moving on to college
need a solid system of transitional activities to help students experience success during
their first year of college (Journal of College Admissions, 2009, p. 18). The center
suggests the following: (1) Develop an individual transition plan, (2) Ease anxieties and
strengthen specific coping with self-advocacy attitudes and skills, (3) Ensure availability
and access to relevant support mechanisms, (4) Ease into college demands, (5) Minimize
financial concerns, (6) Monitor, problem solve, and celebrate successes, and (7) Revamp
plans and supports. The use of these transitional strategies is predicated upon developing
support systems at the level that a transitioning high school student will find helpful and
productive. The Center’s research stressed the importance of new students to find
support systems that invest in their well-being. The transition from high school to
college is similar to the transition from middle school to high school; it is filled with
many challenges for students.
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It is important for students to be “on-track” academically when students transition
from middle school to high school. Bragg and Rudd (2007) also found that students who
successfully earn college credits during high school achieve significantly higher success
rates in college than their peers who earn no college credits in high school. The transition
process where “dual credit” opportunity existed for students proved helpful to students
when they began their college experiences. Reducing the remediation process at the
college level also proved to be beneficial as well. Again, the transition process from one
level to another was influenced by the introduction of specific interventions that helped
the high school students in transition to college. Waggoner and Blackorby (1996) found
in their examination of high school seniors that almost half of the students in the
population pursued a bachelor’s degree. This finding supports the importance that
students recognize the demands of the present day economy and the need for further
education beyond high school. Another activity which will benefit students when
transitioning from high school to college is career and employment preparation.
Waggoner and Blackorby concluded that the employment needs of our society require
educational credentials that address skill, knowledge, and work ethics. As pointed out by
the Abell Foundation and their Jump Start program implemented in Baltimore City,
Maryland (Abell Foundation, 2007), Technical Preparations, along with dual credit, is a
strong transition activity that helps students move successfully into college. The
importance of transitioning students towards the demands of post secondary academic
requirements and the experience of college rigor course work has proved successful for
students. The Abell study found students who took AP course work, regardless of their
score on the AP exam, experienced college success. In 2009, the National Center for
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Education Statistics (http://nces.ed.gov/) reported the completion rate of college
graduates from 1972 to 2007. This information showed that students are graduating at a
67% rate from colleges in an average of six years to complete degree requirements.
Research shows that students need many of the same types of interventions when
they transition from high school to college as well as when students move from middle
school to high school, or move from elementary to middle school. Those interventions
include the following: Help in coping with demands and expectations of the new
environment, on-going assistance provided before, during and after the transition, and a
focus on student academic and social needs. This study provides information that
supports the belief that the transition will be more successful when schools work
collaboratively with teachers and school leaders to create a systemic transition program
that includes a set of structured articulation activities.
Critical Models
Oakes (2009) stated “Transition is a process, not an event”. Schools and districts
need to design a systematic process of transitions that begin early in grade eight and
continue through grade nine. The National Association of State Boards of Education
(NASBE, 2008) models support effective transition processes lasting five to six years.
This long term model is supported by involving parents and school guidance counselors
who work collaboratively to help students realize the connection between course
offerings at the middle school and high school levels and their relevance to career goals.
NMSA (2006) found four actions critical to effective transition programs. These
actions included the following: (1) Ensuring collaboration between eighth-grade and
ninth-grade building personnel, (2) Providing targeted early interventions to support
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academic recovery and failing students, (3) Making available to students and families
pertinent and consistent information about academic, social, and organizational
similarities and differences between middle school and high school, and (4) Offering
information on the curriculum, facilities, safety and discipline of the high school (p.2).
Research by the Center for Equity and Excellence in Education (2009) at George
Washington College made the following recommendations to ensure successful transition
from grade eight to grade nine: (1) Ensure that curriculum standards are aligned to
prepare eighth-grade students for the challenge of high school work, (2) Communicate
the importance of literacy, mathematics, science, and social studies through policy and
funding initiatives, (3) Prepare teachers for teaching challenging content in middle
grades, (4) Provide structure to support middle school students with the extra help they
need for success in high school, (5) Ensure that middle school leaders are prepared to
implement a program that prepares all students for the transition to college preparatory
courses in high school, and (6) Ensure that middle-grade students and parents receive
guidance and advice to plan for high school, postsecondary learning, and careers (p. 5155).
Herzog and Morgan (1999) conducted a study of 57 high schools in Georgia and
Florida. The results indicated that high schools which offered extensive transition
programs had significant reductions in failure and dropout rates. The researchers
concluded that schools which included activities such as counseling, schools visits and
special summer programs produce students with higher academic performance. Schiller
(1999) noted that when students enter high school “on-track” with their middle school
peers, they tend to earn better grades.
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Many studies have been conducted on the effect on student success of double
transitions versus the single transition. Double transitions are defined as a move from
elementary to middle and then another move from middle school to high school. Single
transitions are experienced by students who make only one transition from grade eight to
high school.
Alspaugh (1998) found when students participated in the double transition,
greater achievement loss and higher dropout rate occurred than if they had only taken part
in one transition. In response to this research, schools incorporated transition programs
in an attempt to provide students with extra help with academics and provide other types
of support. This support came in forms of tutoring, counseling, advocacy, and included
an effort to increase parental involvement. Manning and Baruth (1995) provided
evidence that such programs produced positive results in student performance and
attitudes. An example of a school attempting to make such changes was the Culbreth
Middle School communities-In-Schools High School Transition Initiative. Chapman and
Sawyer (2001) supported the needs for schools to provide collaborative efforts among
middle school and high school faculty to address the needs of at-risk students. All
participants deemed the program to be successful.
Sunrise Middle School, which is located in inner city Philadelphia, created a
comprehensive program for middle school students as they transitioned into high school.
The Community for Learning Program (CFL) provided the following key components to
middle school students at Sunrise Middle: (1) Support and training for the middle school
teachers, (2) Learning systems to assist students in developing a sense of responsibility
for their own learning and behavior, and (3) Emphasis on community and family
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involvement. The results from this program indicated students who participated were
more successful as they transitioned into high school than students who did not have the
opportunity to participate in the program (Oates, Flores & Weishew, 1998).
In an effort to keep incoming ninth-grade students from getting ‘lost’ in the high
school setting, Needham B. Broughton High School in Raleigh, North Carolina, created a
comprehensive transition program called Project First Step. The program included
strategies to help students stay on track and was designed with the student driver as the
theme. Along with other activities, this program included “Homework Repair Shop” and
a lunchtime program which allowed students to spend their lunchtime completing
missing assignments for credit. Project First Step was determined to be successful as it
provided an avenue for students who have been sheltered in middle school to find success
in the high school setting (Hertzog & Morgan, 1999).
Allensworth and Easton (2005), working at the Consortium on Chicago School
Research at the University of Chicago, determined that not only was course failure
common in Chicago high schools, but also approximately half of ninth-graders were
failing at least one course during their first semester of high school. The consortium
worked to develop a statistical predictor of student progress toward high school
graduation. The consortium, in collaboration with the Chicago Public Schools, worked to
develop and incorporate an “on-track” indicatory to measure high school student
performance. Reports showed improvement in freshman “on-track” rates in Chicago
Public Schools during the period of 1993-1994 and 1999-2000 school years (Allensworth
& Easton, 2005) due to the change in the school climate and structure.
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Summary
In summary, students struggle with the physical changes, social pressure and
increased academic expectations that come with every transition, whether it occurs from
elementary to middle school, middle school to high school or high school to college.
During this time of transition, students frequently begin the downward spiral in academic
performance, student absence and poor behavior in schools and colleges where there is an
absence of a systematic process for addressing the transition. During times of transition,
schools that work collaboratively in developing systematic processes for implementing a
set of structured articulation activities increase the chances of student transition success,
minimizing drop-outs, retention-by-failure, and poor academic and behavior
performance.
In this study, the GCTI focused on the implementation of a set of structured
articulation activities introduced to the eighth-grade class of 2008-2009 at Grant County
Middle School and involved the ninth-grade class at Grant County High School that same
year. To strengthen the study, two middle schools in Bullitt County, Eastside Middle and
Mount Washington Middle were used as comparisons. The two middle schools in Bullitt
County did not receive articulation activities.
Implementation
The discussion of fidelity of implementation in educational studies of transition
and structured articulation activities should include the Hertzog and Morgan (1999) study
of 56 high schools in the states of Georgia and Florida. The work by Hertzog and
Morgan was referenced more than any other study connected to transitions. In the past,
most of the literature consisted of individual school’s efforts to smooth the transition
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without the details of program effectiveness. The Hertzog and Morgan study was
different in that the researchers developed a survey which included 97 middle schools
and 56 high schools. The purpose of the study was to evaluate the transition practices in
place at that time. The analysis provided interesting connections between the various
types of programs and the extent of implementation in the participating institutions. The
researchers found a connection between the number of transition articulation activities
and successful transition from grade eight to grade nine.
The National Education Longitudinal Study of 1988 (NELS: 88) and Ingels et al.
(1998) was the first stage of a major longitudinal study which was designed to provide
trend data gathered at critical transitions in a student’s life. The data were gathered as
students moved from elementary school to middle school to high school and on to college
or career. At the time of the study’s implementation, it was the first to contain such
comprehensive objectives in the educational arena. The study contained the following
specific characteristics: (1) Four different sources of information; (2) Planned integration
of student, parent, school and teacher studies; (3) Initial concentration on eighth-grade
cohort with planned two-year interval follow-ups; (4) Components that allow for
geographic and demographic subgroup analysis; and (5) links designed to connect to
previous longitudinal studies and current studies (Ingels et al., 1998). The central theme
of this study was that education in America is a lifelong process intertwined in a complex
social context. The key topics in the NELS: 88 included: (1) Math and science programs,
(2) Effective schools, (3) Academic growth, (4) Dropouts, (5) Disadvantaged students,
(6) Language minority, (7) Transition to high school, and (8) Peer groups. This
longitudinal study consisted of a large, nationally representative sample of eight-grade
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students (N = 24,599) from 1,052 schools, with 22, 651 parents, 1, 035 administrators,
and 5,193 teachers completing job related questionnaires. The longitudinal study has
been cited in numerous articles since its implementation.
Fidelity and Implementation of Organizational Change
The process of change in the educational community can lead to “overload and
extreme fragmentation” according to Fullan (2000, p.1) if the fidelity of the
implementation encounters problems. Fullan described reform efforts as not fully
developed and never developed into “strong institutionalization”. In other words, the
change process is introduced, but early success fails to create the implementation of the
change into long term sustainability. Newmann and Wehlage (1995) found that
successful change required the following elements: (1) The development of professional
learning communities by teachers and administrators; (2) A clear focus on student work,
and (3) The change of instructional strategies that produce results. They indicate that
these changes need to be continuous and long term so that the change or reform becomes
sustainable and effective. Recognizing the problems and developing action plans that
will address problems is a strong characteristic of positive change. Fullan (2000)
explained that simply restructuring provided little or no improvement in the “quality of
teaching and learning” (p. 3). He indicated that “reculturing involves going from a
situation of limited attention to assessment and pedagogy to a situation in which teachers
and others routinely focus on these matters and make associated improvements” (p.3).
This process, along with structural change, can produce “internal school development”
which enhances positive change. Therefore, the transitional changes which can influence
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student behavior and academics will require a combination of culture and structural
change.
Huberman (1973) reported that “things or information are easier to cope with than
change in practice, attitudes or values” (p. 10). For example, it is easier for teachers to
understand and accept the introduction of the white boards as added equipment in a
classroom than the implementation of common course planning. This aspect of change in
reference to the transitional process of moving eighth-grade students to the ninth-grade
successfully is more than a physical movement of students to another level of academics.
It represents a change in the implementation of new strategies that will enhance success
for students. These strategies are directed toward district and building level
administrators and teachers during the implementation process to assist with practices,
attitudes and values.
The change process is difficult to develop, complicated to implement, and even
harder to sustain. Greenwood, Mann, and McLaughlin (1975) found in their in-depth
examination of education change process that projects generated based on opportunism
were characterized by a lack of interest and commitment on the part of local participants,
from district administrators to classroom teachers (p. 20). This culture created an
atmosphere of indifference toward the change and results of the change had little or no
impact on the desired outcomes from the process. In contrast, Iver, Abele, Kemper, and
Stringfield (2003) in their four year study of the Baltimore Curriculum Project found that
district and building level support can produce positive outcomes. They reported “In
schools where teachers have become heavily invested in the program and scores are
rising, we believe it is particularly important to continue implementing the reform, as
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change would be potentially disruptive” (p. 7). This aspect of acceptance is an important
aspect of the change process that Datnow and Stringfield (2000) identified as a clear need
for any change to occur with reliable results.
Miles (1998) examined the change process in education and in that process
developed a list of the change “odyssey”. He described many strategies implemented
over the years directed specifically at school change: (1) Train individuals in group
skills; (2) Clarify concepts of innovation; (3) Diffusion and adoption, and (4) Train
change agents. These variables of the change process describe the necessary skills
teachers and educators need to change how students will perform academically. The
transition of students from grade eight to grade nine is a good example of that process, in
which Lee (2001) suggests that outcomes be evaluated on the basis of two tiers: One
being the “effectiveness, popularity and fidelity” of the change, and; the other being
“adaptiveness and survival or longevity” of the outcomes of the process. The process of
watching students achieve better results as a result of the transitional, physical, and
mental movement from one grade level to another provides teachers and educators clear
vision of the implementation processes. Results will help guide the school district in the
right direction to meet their achievement goals.
Summary of Implementation of Organization Change
Vail (2010) indicated that change “takes courage and it’s not for the faint of
heart” (p.3). She explained that fidelity of implementation of change requires the total
buy-in by all individuals involved in the change. In her examination of the Adams
County School District 50 in Colorado, Vail found the change process fully implemented.
Fidelity of implementation was evident in her review of the district’s Re-Inventing
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Schools Coalition which created skill levels for students to progress through grade levels.
The program produced a 95% transition success rate of students going to college or to the
military in schools. Before the changes were made, Adams County School District 50
success rate was only 47.5%. A key element for success was the commitment from 80%
of all the teachers working together in this format.
Horner et al. (2005) researched on the implementation process of a “practice”
introduced and concluded in order to make significant change, the goals “must be
described with sufficient precision so that individuals other than the developers can
replicate it with fidelity” (p. 176). To be successful with education reform efforts, the
aspect of creating change must have longevity. Horner and other researchers emphasized
the importance of documenting the change so the implementation of the practice was
done with fidelity. The outcome should be proved with solid documentation supporting
the implementation.
McLaughlin (1990) found through his study of educational change that the
following variables needed to occur consistently in effectively delivered educational
change: (1) Concrete, teacher-specific and extended training, (2) Classroom assistance
from local staff, (3) Teacher observation of similar projects in other classroom, schools,
or districts, (4) Regular meetings that focused on practical issues, (5) Teacher
participation in project decisions, (6) Local development of project materials, and (7)
Principals’ participation in training (p. 12). According to Laughlin, the emphasis on
“local expertise, capacity, and sophistication” will enhance the motivation and
implementation of the change process. The building of a transitional action plan for
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moving students from grade eight to grade nine requires the fidelity of implementation to
be strong and effective.
Summary of Implementation
With monitoring comes the responsibility of ensuring that fidelity of
implementation is followed, as prescribed, in order to add validity to the program or
process. As with the implementation of this study’s grade eight to grade nine transition
programs embedded with a set of structured articulation activities, school leaders must:
(1) Work collaboratively with all stakeholders to create the vision of the study, (2)
Collaboratively develop the systemic processes to be followed in the program, and (3)
Monitor the fidelity of implementation for program effectiveness. Far too many
programs are initiated and dropped due to lack of successful results when the lack of
program success was due in great part to the lack of fidelity of implementation. This
study on the implementation of a set of structured articulation activities in the Grant
County Transition Initiative provided a systematic process of monitoring to ensure the
fidelity of implementation to support the program’s validity and reliability.
Final Comments
The supporting literature of this study provides a foundational structure for
developing a grade eight to grade nine transition programs which incorporates the
characteristics common to organizational learning, high reliability organizations and
effective schools. Louis (1994, 2006) contended that a school’s ability to implement
innovation and reform depend on the school’s ability to process, understand, and apply
knowledge as a group towards teaching and learning. Therefore, schools need to
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establish “systematic structures, processes and practices that facilitate continuous
learning of all its members” (Silins & Mulford, 2002, p. 444).
The introduction of the Grant County Transition Initiative included a systematic
process for organizational change through a set of structured articulation activities that
may impact outcomes in the transition from middle school to the high school. The GCTI
used the knowledge of the literature to create the vision for employing change by
working collaboratively with school leaders and district stakeholders in the development
and implementation of the initiative. For long term sustainability, changes in school
structure and the organization must occur as well as changing people and processes. A
set of structured articulation activities occurs at the surface level to some degree in most
schools across the country during the transition from grade eight to grade nine. To ensure
a positive outcome of student academic performance, student behaviors and student
attitudes during that transition, schools must intentionally, systematically and
collaboratively develop a process for implementation. A structure for monitoring the
progress and fidelity of implementation of a set of structured articulation activities must
be included.
The product of this study, the Grant County Transition Initiative, examined the
results of a systemic process for implementing a set of structured articulation activities in
the transition from grade eight to grade nine that serve to develop organizational change
which produces the outcomes of improved student academic performance, student
behavior, and student attitudes.
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CHAPTER THREE
METHODOLOGY
This chapter describes the research question, the population and samples,
development of GCTI, instruments, implementation of the treatment, analytic methods
and limitations inherent in the study.
Research Design
Research Questions and Purpose
The research reviewed to this point indicates that middle and high schools have
implemented interventions to help adolescents navigate the transition experience. The
purpose of this study was to examine the implementation of a set of structured
articulation activities injected into the transition process of eight graders transitioning to
the ninth grade. The larger study on which this study was based included four research
questions. Allen (2011) addressed two of these questions: What impact does a set of
structured articulation activities have on student academic performance? What impact
does a set of structured articulation activities have on student behavior? Christian (2012)
addressed one question: What impact does a set of structured articulation activities have
on Grant County Schools as a learning organization? The final question was addressed in
this study: What impact does a set of structured articulation activities have on student
attitude?
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Implementation of Grant County Transition Initiative (GCTI)
The Development of GCTI
Grant County Middle School’s eighth grade faculty and principal, along with
Grant County High School’s ninth grade faculty and assistant principal recognized in
early 2008 that the failure rate of ninth grade students (students failing two or more core
classes per semester) was creating a 36% retention rate in the ninth grade. The district’s
superintendent and the assistant principal of the Freshman Academy organized a
committee to address this specific problem with the eighth and ninth grade faculties. The
committee evaluated the present literature on articulation activities and collaboratively
selected the activities to use in this study. Research completed by Hertzog and Morgan
(1999) stated when five or more articulation activities are introduced in to the transition
intervention process, the impact on the transition is more successful. The Committee
selected articulation activities based on strong research which emphasized convenience
and feasibility. Also considered, from available literature, were activities that were
considered successful in their intervention process. From this foundation, the committee
selected twelve structured articulation activities for this program. These activities
focused on the categorical areas of curriculum, facilities, safety and discipline, teachers,
counselors, administrators, and general (as referenced in Chapter Two).
Structured Articulation Activities
The research of Hertzog and Morgan (1999) found that transition interventions
which implemented five or more articulation activities within the areas of curriculum,
facilities, safety and discipline, teachers, counselors and administrators increased the
likelihood of a successful transition from the eighth grade to the ninth grade. The GCTI
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committee selected a set of 12-structured articulation activities based on the research of
Hertzog and Morgan (1999) and Mac Iver and Epstein (1991). These articulation
activities are listed by category in Table 1:
Table 1
Structured Articulation Activities With Five Categorical Themes
Curriculum

1. A meeting proceeding the freshman year was held with grade
eight parents so that parents could become familiar with the
high school scheduling process and to develop a preliminary
student schedule for their child’s upcoming freshman year.
2. Teachers were engaged in team building sessions with grade
eight and grade nine students to discuss college readiness and
review prior EXPLORE data and PLAN data to prepare
students for these assessments. These meetings also addressed
the impact of a set of structured articulation activities on
student progress.
3. Grade eight teachers and grade nine teachers met to discuss
each student’s progress. The frequency of the meetings varied
depending on the needs of each child, but most teachers met
once a month to review student progress. A data summary was
developed for each student. Included in this tracking system
were: Absences, behavior, GRADE POINT AVERAGE
(GPA), final grades in language arts and mathematics, and
number of student F’s earned.

Facilities

4. Grade eight students toured the high school in the spring
semester.

Safety & Discipline

5. Two freshman orientation meetings were held with grade eight
parents. The first meeting was held preceding the freshman
year to discuss the freshman academy, high school behavior
expectations, discipline and safety. These meetings were
separate meetings from the scheduling meeting.
6. Freshman Academy teachers (grade nine) and grade eight
teachers participated in vertical alignment meetings to discuss
curriculum, alignment, behavior and philosophical aspects to
prepare students for the transition.
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Teachers,
Counselors &
Administrators

7. Grade eight teachers and freshman academy teachers swap
places for a day.
8. Freshman teachers, counselors and administrators attended the
following: Grade eight dances, grade eight trips, and the grade
eight picnic and grade eight graduations. This strategy was
intended to build positive relationships with students.
9. Identified teachers in core academic area subjects participated
in individual meetings with students identified as “at risk” to
build rapport and relationships prior to the start of their
freshman year in high school.
10. High school special education teachers attended eight grade
Annual Review Committee (ARC) transition meetings after
January 1st. All students that have an IEP and are in the eighth
grade were required to have a transition meeting in the spring
of their eighth grade school year prior to entering high school.

General

11. During a two day summer transition program for incoming
freshmen, Junior Reserve Officer Training Candidates
(JRROTC) orchestrated leadership activities to promote
teamwork and organization. Cadets from the high school came
to the middle school to lead these sessions.
12. Staff members conducted Counselor/Parent meeting transition
sessions. This meeting involved eighth and ninth grade
counselors and eighth grade parents.

The implementation plan, agreed upon by the GCTI Transition Committee
members, required that each month at least one element plan of the articulation activities
would be introduced and implemented. Committee members specified which articulation
activity to implement during a particular month, and each member had the responsibility
of overseeing the implementation and follow-through for a specific activity. Some
activities were one-time activities, while others were continuous. The following 12
activities, detailed in Table 2, were implemented during a time frame that coincided with
the purpose of the activity.
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Table 2
Timeline for Implementation of Each Structured Articulation Activities
Activity 1 & 2
Curriculum

Activity 3
Teachers,
Counselors, &
Administrators

Activity 4
General

Activity 5
Curriculum

Activity

January-March: Freshman orientation meeting grade
eight students at the middle school.

Purpose

The first meeting for grade eight students included
parents and school counselors. The purpose of the
meeting was to provide an overview of the school, the
schedule, course offerings, extra-curricular activities,
and academic help available to students. Curriculum
and behavioral syllabi were provided. The second
orientation meeting occurred in March and focused on
the scheduling process.

Activity

January – March: Teacher swap with grade eight and
grade nine teachers.

Purpose

Middle school and high school content area teachers
traded teaching responsibilities for one day. Teachers
traded places in mathematics, science, social studies
and language arts. The purpose was to familiarize
grade eight students with their high school teachers
and to build student-teacher relationships in advance
of students entering high school. These swaps also
provided valuable information for the participants of
the grade eight and nine vertical alignment meetings
with regard to academic and behavioral needs of the
incoming freshman.

Activity

January-May: Ninth grade teachers participated in
grade eight activities.

Purpose

Grade nine teachers began participating in grade eight
activities, such as dances, picnics, sporting events,
awards night, graduation and other extra-curricular
activities. The expected result of this activity was to
develop teacher/student relationships that would carry
forward into grade nine.

Activity

January-May: Vertical alignment meetings.
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Activity 6
Curriculum

Activity 7

Activity 8
Safety and
Discipline

Activity 9

Purpose

Grade eight and grade nine teachers met monthly in
content area meetings to focus on students’ academic
and behavioral issues, such as student absence,
behavior, GRADE POINT AVERAGE (GPA),
language arts and mathematics grades, and failure
rate.

Activity

January-May: Team building sessions.

Purpose

Bi-weekly teacher team meetings were scheduled in
both grade eight and grade nine. In grade eight,
students were scheduled in teams. In grade nine,
students were scheduled in the Freshman Academy.
The teacher teams met regularly to monitor and
discuss the data collected as a result of the
implementation of a set of structured articulation
activities, as well as individual student data with
regard to student absence, behavior, GRADE POINT
AVERAGE (GPA), grades in language arts and
mathematics, and course failures. If warranted,
adjustments were made within the teacher teams to
improve student progress.

Activity

February: Guidance Counselor/Parent/Student
Curriculum meeting.

Purpose

This meeting was designed to develop the student’s
freshman class schedule. At this meeting, a guidance
counselor informed parents of the high school’s
academic and behavioral expectations as well as the
need for strong parent/school communication and
involvement for the successful transition of their child
from grade eight to grade nine.

Activity

April: Counselor and Parent meeting.

Purpose

Grade eight students and parents met with the high
school counselors. The purpose of this one time
meeting was to discuss possible pitfalls of the
transition to grade nine (student absence, behavior,
homework, etc.).

Activity

May: Grade eight tour of the high school.
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Activity 10
Facilities

Activity 11
Facilities

Activity 12
Teachers,
Counselors &
Administrators

Purpose

Grade eight students were provided a tour of the high
school. The purpose of this activity was to
acclimatize students to the new environment and to
familiarize students with classroom locations.

Activity

June: Grant County Transition committee met to
analyze data. (Curriculum).

Purpose

Develop and implement student data information
forms to use to analyze academic and social needs of
the students.

Activity

July: Summer Transition Program (General).

Purpose

During the summer between grade eight and grade
nine, all students were invited to participate in a twoday summer session that took place two weeks prior
to the start of the freshman year. The purpose of this
two-day session was to provide students with
organizational, teambuilding, and leadership skills.
All activities were led by high school upper class
members and student Reserve officer Training
Candidates (ROTC).

Activity

July: At-risk student meetings.

Purpose

Two weeks prior to the start of the freshman year,
Administrators and parents of students who had been
identified as at-risk students were invited to attend a
private session with school counselors and the
academic principal to develop a student data form to
help monitor student absences, behavior, and grades.
At-risk students were identified as students missing at
least 20 or more school days and/or failing one more
courses in grade eight.
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Monitoring GCTI Implementation
Monthly transition team meetings were scheduled to monitor articulation
activities and student achievement progress. Meetings were data driven with committee
members reviewing data with regard to the following: Student absences, behavior, grade
point average (GPA), language arts and mathematics grades, failure rates, and EXPLORE
and PLAN data. Individual student monitoring data were gathered along with data for
the entire grade eight. Data were collected for the eight dependent variable areas.
Sample
Two similar school districts in Central Kentucky (Bullitt County and Grant
County) were chosen for this study. They constitute a convenience sample because they
were chosen based on the researcher’s access to the requisite district data and ability to
influence the implementation of a freshman transition plan. Both districts are located in
rural areas with very little ethnic student diversity. The districts were in proximity to
urban areas; yet, they have retained a conservative, close knit, sense of community.
Bullitt County is the seventh largest school district in the state of Kentucky, consisting of
24 schools, with six middle schools and three high schools. Grant County, a smaller
district, has only seven schools, with only one middle school and one high school. At the
inception of this project, both school districts had smaller learning communities in place
with teaming at the middle school level and freshman academies at the high school level.
Neither school district had structured freshman transition plans in place. No systematic
process for implementing articulation activities was in place in either district. The two
participating high schools, Bullitt East High School and Grant County High School, serve
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students in grades 9-12. Table 3 displays school-level demographic variables for the
schools included in the study.
Table 3
Study Participants’ Demographics for 2008-2009 Academic School Years
BEHS

GCHS

EMS

MWMS

GCMS

Population

1153

1090

531

509

848

Number of Caucasian Students

1126

1058

511

505

818

Number of African-American Students

3

8

6

1

6

Number of Hispanic Students

11

12

4

2

15

Number of American Indian Students

2

3

0

0

0

Number of Asian Students

1

2

2

0

2

Number of Other Students

10

7

0

0

0

Number of Limited English Language
Students

0

0

0

0

11

Number of Free or Reduced Lunch
Students

262

547

81

173

481

Number of Identified Students with
Disabilities

114

107

55

55

102

Note: BEHS - Bullitt East High School
GCHS - Grant County High School
EMS - Eastside Middle School (Bullitt County)
MWMS - Mount Washington Middle School (Bullitt County)
GCMS - Grant County Middle School
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Bullitt East high School in Bullitt County is a small town/rural community school,
serving 1,153 students in Mount Washington, Kentucky. It is the second largest high
school in the county and has rich traditions and a strong connection to the community.
The students at the school perform well both academically and athletically. Bullitt East
High has outstanding parental and community support and traditionally scores the highest
in state testing among the three district high schools.
Grant County High School is in Dry Ridge, Kentucky. The school is centrally
located in the county and, as the only high school, serves as a hub for community
activities. Grant County High School is traditionally known for quality academic, fine
arts, and vocational programs.
Eastside Middle School is one of two schools feeding into Bullitt East High
School. It was built during the 2005-2006 academic school year and students moved into
the building in January 2006. Due to the school’s status as a new institution, their scores
for the 2005 are simply the district scores. Therefore, Tables 4, 5 and 7 include a dash
for the year 2005-2006, a consequence of the school’s being new and not having
designated state assessment scores that year. The school is housed in a state-of-the-art
facility. Eastside Middle School’s academic focus is on technology. Eastside is a top
performing middle school in the State of Kentucky.
The other feeder school for Bullitt East High is Mount Washington Middle School
in Mount Washington, Kentucky, located in the eastern portion of Bullitt County. This
middle school is one of the oldest schools in Bullitt County, having been a vital part of
the Mount Washington community for over 50 years. The school offers a comprehensive
range of courses for all students at all ability levels, as well as a full range of
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extracurricular activities. Eastside Middle and Mount Washington Middle are both
nationally recognized schools to watch.
Grant County Middle School is the only middle school in Grant County. The
mission of the school is to involve students, parents, school staff, and the community in
establishing a learning environment that promotes the educational, social, and emotional
needs of all students. The school’s main academic focus is on school-wide reading.
Tables 4 through 8 describe each participating school’s data with respect to
student absences, retention-by-failure, dropout, and graduation rates prior to the start of
the study. The data were presented to establish characteristics of the schools and describe
similarities among the schools.
The tables below represent each of the school’s non-cognitive performance
indicators from 2004 to 2009. The data were valuable when examining relationships
among the confounding and dependent variables. Table 3 defines each school’s
population as it relates to the study’s confounding variables: disability, ethnicity, gender,
and socioeconomic status. The numbers indicate that all the schools combined had fewer
than 25 total students of minority ethnicity group representation. All of the schools had
in the range of 15% to 57% of the students receiving free/reduced lunch and one out of
every 10 students having an identified disability. The data indicated the student bodies of
all participating schools were composed of primarily middle class Caucasian students.
The smallest percent of Caucasian students were enrolled at Eastside Middle School with
511/531 or 96.2% to Mount Washington Middle School with 505/509 students or 99.2%
Caucasian students.
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Table 4
School Attendance Rates (in percents) Prior to Treatment
School

2004

2005

2006

2007

2008

Bullitt East High School

93.3

94.0

94.0

93.0

93.0

Grant County High School

92.2

92.0

92.7

92.0

92.8

---

---

96.2

96.0

96.1

Mount Washington Middle School

95.2

95.0

95.0

95.0

95.4

Grant County Middle School

94.8

94.9

95.2

95.0

94.9

Eastside Middle School

Table 4 provides data on the five schools respective attendance rates over time.
Student absences were identified as a dependent variable and the focus of research for
Question 2. Both high schools had a lower rate than the middle schools. There was very
little fluctuation over time with the percents ranging from 92-96%.
Table 5
School Retention-by-Failure Rates (in percents) prior to Treatment
School

2004

2005

2006

2007

2008

Bullitt East High School

3.70

1.90

3.40

2.80

4.60

Grant County High School

7.70

8.30

12.80

13.40

1.00

Eastside Middle School

3.8

---

0.20

1.10

0.40

Mount Washington Middle School

1.90

1.30

2.90

3.80

6.20

Grant County Middle School

0.80

0.10

0.30

1.10

0.00

Table 5 reflects the retention-by-failure rates over time for all five schools in this
study. Several pieces of data were significant. Grant County High School reduced its
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retention-by-failure rate by approximately 12% in a single year at a time when retentionby-failure and dropout rates are increasing; GCHS accomplished an astonishing task in
reducing the retention-by-failure by this amount. In 2008, the 12% decrease in retentionby-failure mathematically breaks down to approximately 135 students not failing at Grant
County High School that year. On the other hand, Mount Washington Middle School
doubled its retention-by-failure rate in one year from 3 to 6%.
Table 6
Ninth Grade School Retention-by-Failure (number of students failing)
Number of Students retained in 9th Grade

2007

2008

2009

Bullitt East High School

27 (9.5%)

13 (4.3%)

18 (6.1%)a

Grant County High School

12 (6.3%)

10 (5.0%)

7 (3.4%)a

Note: a Treatment year was 2009
Table 6 displays the number of students retained in ninth-grade for each of the
participating high schools. In the past three consecutive years in Grant County High
School (GCHS), the number of students retained in ninth-grade decreased whereas that
was not the case for Bullitt East High School. The 2008-2009 school years were the year
of actual implementation of the treatment of the set of structured articulation activities.
The number of students retained at the ninth-grade for each of the high schools
represented the students in the trend data group, year 2008-2009. For the year 20082009, Bullitt East High School (BEHS) retained 13 students in grade nine reflecting a
decrease of 14 students from the previous year. GCHS retained 10 ninth graders, which
was also a decrease from the previous year, of only two students. The year after the
treatment, BEHS actually an increase of five students retained in the ninth grade. BEHS
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students in the ninth grade that year were part of the comparison group or non-treatment
group. GCHS, which had ninth graders that year participating in the treatment, decreased
the number of ninth graders retained by three, for the second consecutive year. The data
demonstrated the values fluctuated and continued monitoring is necessary to identify a
trend.
Table 7
School Dropout Rates (in percents) Prior to Treatment
School

2004

2005

2006

2007

2008

Bullitt East High School

0.5

0.8

0.2

1.0

1.3

Grant County High School

6.3

2.7

4.3

5.7

3.5

Eastside Middle School

1.9

---

0.0

0.0

0.0

Mount Washington Middle School

0.0

0.2

0.0

0.0

0.3

Grant County Middle School

0.2

0.2

0.0

0.0

0.0

Table 7 describes changes in dropout rates over time for each school. The middle
schools had insignificant numbers of dropouts which is normal for elementary and middle
schools. The three middle schools’ dropout rates ranged from 0.0 to 1.9% with one
school recording a rate of 1.9. School counselors make sure students that withdraw are
re-enrolled in another middle school and document that information. Otherwise, a
student is declared as dropping out. For the 2008-2009 school year, which was a pretreatment group already in the high school, the Grant County High School recorded
nearly three times the rate of student dropouts as Bullitt East High School. For 20082009, Bullitt East High School had a 1.3% student dropout rate and Grant County Middle
School had a 3.5% drop out rate. The data shows over the five-year period, Bullitt East
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High School rate of dropouts increased and, during the same time period, Grant County
High School reduced its number of student dropout’s by 50%.
Table 8
High Schools – Graduation Rates (in percents) Prior to Treatment
School

2004

2005

2006

2007

2008

Bullitt East High School

96.9

97.8

97.6

93.6

94.0

Grant County High School

75.6

79.4

76.9

79.3

82.2

Table 8 presents the graduation rates for each high school. Five years of data
used in this study were from the school report cards. During this time, Bullitt East High
School recorded a 3% decrease in graduation rates whereas Grant County High School
recorded an 8% increase in graduation rates. What stands out Table 8 is the change for
both schools from 2006 to 2007. During this time frame, the two schools made
approximately the same change numerically; one was an increase and the other a
decrease in graduation rates. During this time span, BEHS decreased in graduation rate
by 4.0% and GCHS increased in graduation rate by 3.6%.
Table 9 reflects the number of students participating in the study in the
comparison, a non-treatment and treatment group.
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Table 9
School Participating Numbers
School

Number of Students

Bullitt East High School

311

Grant County High School

210

Eastside and Mount Washington Middle
(Combined)

319

Grant County Middle School

234

Dependent Variables
The dependent variables of this study are student attitudes that have been
influenced or impacted by a set of articulation activities introduced to their transition
process from grade eight to grade nine. Dependent variables were identified through
questionnaires that target the specific student attitudes towards many experiences that the
transition process produced, and the development of their student profile data.
Independent Variables
The set of articulation activities introduced to the transition process of moving
from grade eight to grade nine are the independent variables of this study. This
information is detailed in Table 2.
Confounding Variables
The confounding variables are variables over which schools have no control.
Confounding variables characteristically frame the context of the school. The
confounding variables in this study include: gender, race socioeconomic status
(free/reduced lunch) and disability status. These variables are detailed further in Table 3.
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Research Design
The study used a quasi mixed-methods research design that included both
quantitative and qualitative analysis. The type of mixed methods research design
includes several research design approaches for various parts of the study. This study
used post treatment one time study with a treatment group and one comparison group to
establish if there were trends in the strands which could be used to compute means and
standard deviation. The Non-treatment comparison group design consisted of Harter
Survey parts, Appendix A (A) with 45 questions, and Appendix B (B) with 16 questions.
Comparisons were made between the two groups of middle school students in their (A)
self perception profile and (B) sense of competence. The purpose of this portion of the
research is to establish differences and/or similarities between these two groups which
may assist in the interpretation of articulation treatment effects on one of the group. The
Quasi-experimental research design with comparison and treatment groups uses a postmeasure only. The Anderson survey of grade nine experiences has 15 Likert questions.
The Focus group questions, which is the qualitative measure, had multiple choice and
open responses. The analysis technique was to do open coding within a prior established
construct of: Academic, social and procedural categories. These categories were based
on major themes intended to be addressed by the treatment set of articulation activities.
Creswell (2005) through his analysis of both quantitative and qualitative data
found that better conclusions and analysis of collected data can help the understanding of
the research problem by using both types data evaluation. The following model is a
description of the variable and the conceptual design of this study:
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Strand 1
Non-Treatment Comparison Group
Strand 2
T

x O1

NT`

- O1

x = Treatment happens
O1 = Observation (measurement) of each group (surveys) + focus group

Figure 4. Mixed Methods Research Design
The formula consists of Strand 1 which is Bullitt County and Grant County
schools completing the Harter Survey. Strand 2 consists of a treatment and non-treatment
observation (measurement) of each group surveys plus the Anderson Student Survey
focus group.
The post-test data was collected from Bullitt and Grant grade nine students during
the 2008-2009 school year. The post-test data documented student attitudes related to the
structured articulation activities as reported by the students at the end of the first semester
of grade nine.
Instrumentation
This study used two surveys to gather information on the sample population: The
Susan Harter Self-Perception Profile for Adolescents, and the Susan L. Anderson Student
and Focus Group Survey. Creswell (2005) points out surveys can produce information
that describes behaviors, characteristics, attitudes, and opinions of the sample group. The
purpose of the Harter and Anderson surveys was to collect data on the non-treatment
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group (Bullitt County middle and high school students) and the treatment group (Grant
County middle and high school students) for analysis of their self-perception and
attitudes about their experiences of transitioning from eighth to ninth grade.
The surveys collected data from ninth grade students during the last nine weeks of
the school term. This allowed students to reflect on their experiences in participating in
the articulation activities during their eighth and ninth grade school years. The Harter
Self-Perception Profile for Adolescents and the Susan Anderson Student Survey and
Focus Group Survey collected the students’ attitudes covering many topics on their
perceptions of themselves, peers, and procedural, social and academic concerns about
their experience with over the last two years of transitioning to the high school.
The Harter Adolescent Self-Perception Profile was administered to a random
group of students in the 2009-2010 freshman class from two high schools in Bullitt
County and one in Grant County. This profile was developed by Susan Harter in 1988
and has been used extensively by Harter, Jay Hertzog and Lena Morgan (Lozeau, 1998).
One of the strengths of this instrument is the manner in which the questions are written.
The profile uses the four point Likert Scale and participants choose between two answers
for each question. After selecting the answer that most resembles them, students choose
whether the answer is “sort of” or “really like” them. The survey has built in validity
checks. The following nine domains were included:
1. Athletic competence
2. Behavior conduct
3. Close Friendships
4. Global self-worth
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5. Job competence
6. Physical appearance
7. Romantic appeal
8. Scholastic competence
9. Social acceptance
The Harter Adolescent Self-Perception Profile (Appendix D) was devised to tap
domain-specific judgments of competence or adequacy in nine separate domains
consisting of 45 questions. Each subscale provides a separate score which allows one to
develop a profile of a student’s perception of their competence across all nine domains.
The structure of the questions required the student to first decide which teenager is most
like them (left or right column on the page) and then to decide whether this is only sort of
true or really true for him or her. The questions are scored on a scale of 1 to 4, where a
score of 1 reflects a low perceived competence or adequacy and a score of 4 indicated a
high-perceived competence or adequacy. A total of 696 students participated in the
Harter Self Perception Profile; 30 students attended Bullitt County Schools and 39
students attended Grant County Schools.
Hertzog and Morgan (1994) used this survey to assess grade eight to grade nine
transition. The instrument has been used successfully in a study similar to the present
study (Lozeau, 1998).
Validity is substantiated for this instrument by the following: The applicability to
studying grade eight to grade nine transitions in the Hertzog and Morgan study, field
testing of the instrument by Harter in 1998, and by using the Cronbach Alpha to
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determine internal reliability. For this study, the instrument will be retested, using
student samples, for reliability.
Scholastic Competence
Scholastic competence measures the adolescent’s perception of their ability to
perform academically in the classroom. It also measures the adolescent’s perception of
how smart or intelligent they might perceive they are in the academic environment of the
classroom. The examination of a student’s self-worth in the area of academics is an
important aspect of measuring the response of adolescents when asking them to compare
themselves to the other young ninth grade students. Harter (1981) found that younger
elementary students are significantly more motivated intrinsically and, as they progress
through middle school to high school, they become more extrinsic in their motivational
development. Harter continues to be more specific with this identification of grade
motivation by finding that reading, math, science, and social studies grades are
influenced by this development to extrinsic motivation.
The final qualitative component of this study will be the Susan Anderson Student
Survey and Focus Group Survey. These surveys were administered to the same 30
students that participated in the survey portion of the study. The student surveys allowed
for clarification of the responses and will provide triangulation in obtaining qualitative
information as to best practices in a transition program from students’ perspectives.
Figure 5 below visually explains the implementation of the set of structured
articulation activities. By following the diagram visually from left to right, the details
pertaining to the comparison or non-treatment group can be interpreted.
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Figure 5.Implementation Framework for the Grant County Transition Initiative
Description of Measures
The questions used in the surveys were Likert-type that could produce a measure
of degree on how students perceive the experiences that influence their transition process.
Likert-type scales can measure through the use of a technique that uses participants rating
form a high emphasis to a low emphasis. Anderson (2008) developed her surveys to
measure the students opinions from a strongly agree to a strongly disagree format. Her
focus group survey centered on producing clarification about procedural, academic, and
social areas of information provided by the students. These questions allowed the
students to review the question in a more open ended manner so they could explain how
their experience with the transition process influenced them or did not influence them.
The questions were also more direct about certain issues in the transition process.
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The Harter Adolescent Profile uses Likert-type questions for the survey used in
this study. The Harter survey builds self profile that reflects the concerns of adolescents.
Validity
Cook and Campbell (1979) define validity as the “best available approximation to
the truth or falsity of a given inference, proposition or conclusion” (p.37). In this study,
the four types of validity (construct, internal, external, and statistical conclusion) were
addressed and how they will be minimized was discussed based on the validity types
from Shadish, Cook, and Campbell (2002). Table 10 presents a summary of the research
questions and the specific categories of threat to validity for each question.
Table 10
Research Questions and Validity Threats
Research
Question

Research Question

RQ1

What impact does a
set of structured
articulation activities
have on student
attitudes?

Construct
Validity

Internal
Validity

External
Validity

Statistical
Conclusion
Validity

X

X

X

X

Construct Validity Threats
Some treatment diffusion was expected to occur during the study because public
schools are dynamic systems and students continually move in and out of school. Also,
existing patterns indicated that some students missed excessive school days. The
comparison school may attempt to implement some of the treatment articulations once
the administration learned about them from teachers and administrators from the
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treatment district. However, they intentionally did not implement due to the impact it
may have had on the study which reduced this particular threat.
Internal Validity Threats
In this study results may be attributed to the school climate to which the students
transition. The two school districts were similar, yet the school climates were different,
resulting in some deviations in performance. Another factor beyond the researcher’s
control was the combined academic abilities of the participants in one class compared to
those of another class.
External Validity Threats
In this particular study, specific limitations which caused difficulty in making
these generalizations existed. The limitations included: The use of only two schools in
Kentucky; the schools’ rural settings; and the lack of diversity. However, these results
may generalize to other schools that match the characteristics of these schools.
Statistical Conclusion Validity Threats
Statistical validity refers to the quality of the data and the analysis used on that
data. There were several concerns in this area. First, both school districts in 2007used
the Software Technology Information (STI) computer program for collecting data in the
areas of: absences, behavior, GPA, and grades. In 2008, the State of Kentucky converted
to the Infinite Campus system for data collection. The STI program’s format for
collecting data were to round to the nearest tenth of a whole number, and the format was
to keep student absence information separate from behavior. The Infinite Campus
Program, on the other hand, reports student absence data to the nearest thousandth of a
whole number, and the records for student absence letters are kept in the file with
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behavior events. Therefore, the data collector had several issues to resolve. When
collecting the behavior events, the data collector had to accurately determine the number
of events, eliminating student absence reports. Therefore transferring data accurately was
essential.
Data Analysis Plan
Table 11 outlines the overall data analysis plan implemented in this study,
including the analysis tool applied to each research question.
Table 11
Data Analysis Plan
Research
Question Research Question
RQ1

What impact does a
set of Articulation
Activities have on
student attitudes?

Data Instrument

Analysis Method

Data retrieved
from Student
surveys

Construct Analysis structured
Quasi Mixed Methods
research
Post treatment one
time study with two
comparison groups

Summary
Chapter Three identifies data collection methods and details the process used to
complete the analysis in this study. This study was a post treatment one time study with
one treatment group and one comparison group to measure and determine if there were
trends to compute means and standard deviation. The objective was to determine if the
structured articulation activities had a significant effect on student attitudes.
Chapter Four will detail the result of the Harter Adolescent Self-Perception
Profile for Adolescents and the Anderson Student Survey.
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CHAPTER FOUR
RESULTS
This study focused on the impact of a set of research-based articulation activities
on students transitioning from middle school to high school. This study used post
treatment study with one treatment group and one comparison group to establish if there
were existing trends and to compute means and standard deviation so that post-treatment
impacts could be compared. The study involved two comparison groups: Bullitt County
(BEHS), Kentucky which consists of two middle schools, Eastside Middle, Mount
Washington Middle and one high school Bullitt East High School; and Grant County
(GCHS), Kentucky which consisted of one middle school Grant County Middle School
and one high school Grant County High School. This study is centered on a sampling of
these students in both groups on their attitudes involving their self perception and their
experiences with the transition process after a set of structured articulation activities had
been introduced during their grade eight and grade nine school terms.
A quasi mixed methods research, post treatment one time study with two
comparison groups and Construct Analysis was used to report both quantitative and
qualitative results which focused on the comparative mean scores from the treatment
group GCHS and the non-treatment group BEHS. This research focused on comparing
results based on the Harter Self-Perception Profile For Adolescents and the Susan
Anderson Student survey.
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Subjects of Study
The overall project treatment group consisted of 234 eight graders in 2008-2009
at Grant County Middle School. The non-treatment (control) group in the study had 262
eighth grade students in 2008-2009 at Eastside Middle and Mount Washington Middle
schools. The students from Grant County live in an expanded area of very small
community groupings. The elementary schools that feed Grant County Middle Schools
are located in rural locations in the county. The students from this feeder pattern have
very little or no interactions with other students in the county. The first organized
interactions between these students come when they arrive at Grant County Middle
School. In contrast, the Bullitt county students from Mount Washington Middle and
Eastside Middle School come from very similar, close-knit communities. The
communities within Bullitt County are similar in demographics and population size.
There are many common areas within these communities which foster interactions
between students prior to their start of their middle school years.
This study took a random sampling of the overall project population during their
last semester of the grade nine at Grant County High School (treatment group) and Bullitt
East High School (non-treatment group). These numbers consist of 39 students from the
treatment group and 30 students from the non-treatment group.
Data Analysis
Research Question: What impact does a set of structured articulation activities have on
student attitudes?
To answer this question, two surveys were conducted to establish four strands of
data pertaining to the impact a set of structured articulation activities had on students
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transitioning from grade eight to grade nine at Bullitt East High School (BEHS) and
Grant County High School (GCHS). The first survey, Appendix A, was the Harter SelfPerception Profile for Adolescents (Harter, 1988) which was divided into two parts. Part
A compared the self-perception similarities and differences of BEHS versus GCHS grade
nine students. Part B compared the similarities and differences of the competence profile
of BEHS versus GCHS grade nine students.
The Anderson Student Survey (Anderson, 2008) was also divided into two parts.
Part 1 (Anderson Likert questions) measured GCHS grade nine student’s reactions to
grade nine articulation activities. Grant County High School students received the
articulation activities during the second semester of grade eight and the beginning of the
first semester of grade nine. Bullitt East High School did not receive a targeted set of
articulation activities but instead received traditional orientation activities required in
their school district. Part 2 (Anderson open-response focus group) of the Anderson
Student Survey, Appendix D, recorded qualitative focus group responses from students to
identify the impact of transition activities for the treatment group, GCHS students and the
comparison group from BEHS. The surveys were issued one time at the end of the first
semester of the student’s grade nine year at BEHS and GCHS. The results were
separated into three core constructs built from the student survey responses.
Quantitative and qualitative analysis was prepared based on the Harter SelfPerception Profile for Adolescents survey and the Anderson Student Survey.
Harter Self-Perception Profile For Adolescents – Part A
The first calculations made were to determine internal reliability for all of the nine
domains. Cronbach Alpha was chosen as the tool for examining internal

80

reliability. Cronbach Alpha is considered the most effective test for reliability. The
higher the value the more reliable the test is considered. A value of .70 or above is
considered to be acceptable (Hinton, 2004; Nunnally, 1978). Table 12 indicates the
Cronbach Alpha score for each of the domains for the overall school data exceeded .70
indicating that the data used for Part A was internally reliable.
Table 12
Cronbach Alpha Scores Harter Self-Perception Profile
Question

Question

Question

Question

Question

Alpha

Scholastic

1

10

19

28

37

.83

Social

2

11

20

29

38

.70

Athletic

3

12

21

30

39

.86

Physical

4

13

22

31

40

.79

Jobs

5

14

23

32

41

.71

Romantic

6

15

24

33

42

.74

Behavioral

7

16

25

34

43

.86

Friendships

8

17

26

35

44

.74

Self-Worth

9

18

27

36

45

.83

Domain
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Tables 13 and 14 display results of the Harter Self-Perception For Adolescents
Part A and B. A t-test was created for the nine categories comparing BEHS versus
GCHS in Part A. A t-test was also created for the eight categories in Part B comparing
BEHS versus GCHS. The first column in each table describes the domain of the Harter
Self-Perception Adolescent Profile. The second column indicates the mean and standard
deviation (sd) scores for BEHS and GCHS. The third column represents the p value
comparison of BEHS and GCHS. Column four represents the comparison of the Cohen d
for each domain (Hinton, 2004).
Scholastic Self-Profile Part A
The BEHS and GCHS students found the academic areas important to their selfperception. The findings were not significant in comparison but the mean scores were
grouped at the high level of self-identity as reported in Table 13. The Scholastic SelfProfile centered on how an adolescent perceives his/her performance on class work and
how smart or intelligent they feel about themselves. The set of articulation activities
were formulated to give students of solid support system in the area of academics. The
GCHS students showed interest in the development of their academic self-identity.
Social Self-Profile Part A
The BEHS and GCHS students’ results were significantly different on this
domain as reported in Table 13. The Social Self-Profile centered on the degree in which
the adolescent perceptions of acceptance with peers, popularity with others, and he/she
perceived their ability to be liked by others. The BEHS students showed that the social
aspects were very important to their development while the GCHS students showed that
the social aspects of the self-identity were not reported as highly. The set of structured
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articulation activities were intentionally geared towards bringing the students together in
all orientation activities which would include an emphasis on the social aspects of the
transition. The influence of the students being in more close-knit communities versus
very rural settings emphasized the importance of the social aspects of the articulation
activities.
Athletic Self-Profile Part A
The BEHS and GCHS students’ mean scores were not significant in their findings
as reported in Table 13 but the importance of the similarities show a set of structured
articulation activities introduced to the GCHS students did not emphasize the importance
of establishing a self-identity in the area of athletics. The Athletic Self-Perception Profile
centered on how he/she might perceive their athletic ability and whether they think their
skills in this area are good. The set of articulation activities encouraged the involvement
in all extracurricular activities despite how the student might interpret their ability levels
in these activities.
Physical Appearance Self-Profile Part A
The BEHS and GCHS students were not significantly different on this domain as
reported in Table 13. The Physical Appearance Self-Profile centered on how happy an
adolescent is with the way he/she may look, likes their body, and how they feel about
their body image. With this in mind, the results can be connected to the results of the
social aspects of the results. The trending data of the BEHS students show the social
transition to the high school was important as to how one feels about themselves in that
arena. In contrast, for GCHS students, the set of articulation activities centered on
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building the adolescent an overall positive image in their ability to manage problems in
their academic self identity growth.
Job Competence Self-Profile Part A
The BEHS and GCHS students’ results did not produce any significant difference
but both groups showed a similar interest level in their self-identity with the job
perceptions as reported in Table 13. The Job Competence Self-Profile centers on the
adolescent perception in their job skills and their abilities and how they used their skills
to find a part-time job or to do well at a job they already have. The key area in this
measurement is that both groups of students trended towards understanding the
importance of their self-identity and how it relates to their job abilities. The set of
structured articulation activities did emphasize the importance of staying on track to
graduate which, in turn, would assist a student with plans for further education or training
for skills that would secure a future job in the areas they were interested in exploring or
securing.
Romantic Appeal Self-Profile Part A
The BEHS and GCHS students’ response data showed a trend towards the
grouping of Social and Physical Appearance are in line with the similarities of the
Romantic Appeal Self-Profile as reported in Table 13. This profile asked the adolescent
to what extent they feel attractive to those they are interested in knowing, are dating the
people they would like to date, and that they feel they are fun and interesting on a date.
The BEHS students trended towards establishing important relationships with their peers
in social interactions. GCHS students, again, trended toward the need of becoming more
social which would enhance or improve their abilities in the area of romantic appeal. The
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set of structured articulation activities did not center on the specific skill building areas of
social development. Instead the emphasis was academic confidence building that would
help them with some aspects of social development.
Behavioral Conduct Self-Perception Profile Part A
The BEHS and GCHS student responses did produce significant statistical results
in the area of Self-Perception of Behavioral Conduct as reported in Table 13. This area
of the self-perception profile identifies what the adolescent perceives the degree to which
one likes how he or she behave, does the right thing, acts the way one is supposed to, and
avoids getting into trouble. The significance of the results had a direct connection to the
set of structured articulation activities’ main goal of developing a confident, selfadjusting student who recognizes the importance solving their problems effectively. The
direct connection of getting good grades and being responsible for their actions in the
classroom enhances their abilities to stay on track to graduate.
Close Friendship Self-Perception Profile Part A
The BEHS and GCHS student results did not produce significant differences in
this domain of Close Friendship Self-Perception Profile as reported in Table 13. Yet
there was a strong trend by both groups towards recognition of the importance to develop
friendships. This area of Close Friendship Self-Perception Profile is examined by the
adolescent’s ability to make close friends they can share personal thoughts and secrets.
The set of structured articulation activities emphasized using the support systems
available to help students stay on track during the transition period, especially with
academic needs. The BEHS showed strength in the social areas as whereas the GCHS
students continue to trend toward the academic areas as strength.
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Global Self-Worth Perception Profile Part A
The BEHS and GCHS student results did not show a significant statistical finding
in the Global Self-Worth Perception but again, the trending data did show a connection to
the Behavioral Conduct area as reported in Table 13. The Global Self-Worth Perception
emphasized the extent to which the adolescent views himself or herself as a person; are
they happy with how they are leading their life, and are they generally happy with the
person they perceive they have become. This aspect of the profile is perhaps the most
important for the part of the set of structured articulation activities as students’ transition
to high school. The importance feeling good about your progress academically can
perhaps take the stress away from the other areas of concern for development of the
student’s identity during the transition process.
Table 13
Harter Adolescent Self-Perception Profile – Part A
BEHS
(n=30)

GCHS
(n=39)

Subscale

Mean
(sd)

Mean
(sd)

p-Value

Cohen's d

Scholastic

3.03

3.18

0.47

-

0.87

0.84

3.51

3.15

0.03

-0.56

0.54

0.73

2.89

2.76

0.53

-

0.82

0.85

2.86

2.79

0.72

-

0.73

0.86

3.18

3.19

0.95

-

0.70

0.87

3.00

2.86

0.49

-

sd
Social
sd
Athletic
sd
Physical
sd
Jobs
sd
Romantic
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sd
Behavioral
sd
Friendships
sd
Self-Worth
sd

0.76

0.95

2.96

3.37

0.92

0.83

3.23

3.50

0.84

0.85

3.29

3.46

0.75

0.73

0.06

-

0.18

-

0.35

-

Note: Boxed cells will be discussed further in Chapter Five
Harter Self-Perception Profile For Adolescents Part B
Part B of the Harter survey, Appendix B, measured the adolescent’s competence
versus their interpretation of their self-worth. The importance of Part B is that
determining through the adolescent’s responses to their own perceptions of their
competency/adequacy judgments, the self-profile domains lead to a better understanding
of the positive and negative aspect of their life. The goal was to measure how adequate
the adolescent feels in the areas he or she judged to be important to them. These results
helped to understand if an adolescent’s self-worth is high or low.
For the Competence Profile Part B, Table 14, each domain construct consisted of
only two items, so a Cronbach Alpha was not used to examine the internal reliability of
only two items each. The threshold value of .70 could not be attained with only two
items available for computation. Also, there were eight domains in Part B to measure the
mean, standard deviation, p-Value, and Cohen d.
Scholastic Sense of Competence Part B
The BEHS and GCHS student results in the area of Scholastic Sense of
Competence showed a trend of high competence towards the importance of the academic

87

aspects in relation to their self-worth, which is reported in Table 14. The trend is not
statistically significant but the high mean scores indicated both groups of students felt
academics were important and help students understand their self-worth. The set of
structured articulations activities emphasized the importance of establishing a confident
student GCHS who can resolve the academic problems that arise from transitioning to
grade nine at the high school.
Social Sense of Competence Part B
The BEHS and GCHS results for the Social Sense of Competence showed a trend
in Part A where the BEHS students found the social aspects of their self-identity more
easily than the GCHS students. As indicated in Table 14, the competence profile
showed, once again, that the GCHS students need more social encouragement which
could help build a more confident adolescent. The set of structured articulation activities
were geared to build that level of competency in this area by introducing many tools that
could help the student problem solve at high levels.
Athletic Sense of Competency Part B
The BEHS and GCHS students’ results produced trending data toward similar
understandings of their sense of competency in the area of athletics which is reported in
Table 14. The emphasis on whether you should be athletically talented or whether that
talent is beneficial to you did seem to draw some attention in determining competency.
Both groups gave that area a high score. The set of structured articulation activities did
specifically address involvement in extracurricular activities as a way to stay involved
with what was going on in a school. This in turn would help students keep their grades
strong through athletic eligibility requirements.
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Physical Appearance Sense of Competency Part B
The BEHS and GCHS students’ results produced similarities in how they
perceived the value of Physical Appearance Sense of Competency as reported in Table
14. Both groups of students found physical appearance a positive aspect in interpreting a
sense of competency. The set of structured articulation activities did not address physical
appearance directly in the information given to the students GCHS. The importance of
being on time and dressing appropriately for school was mentioned numerous times.
Job Sense of Competency Part B
The BEHS and GCHS students produced similar results Job Sense of Competency
in Table 14. Although not statistically significant, the results do have similarities
between the groups of students. Both groups’ results indicate a high mean score which
indicates performing well on a paying job was extremely important to their self-identity.
The set of structured articulation activities did address the importance of personal work
effort in connection to being successful in the classroom. This same attitude was also
emphasized because it could lead to positive outcomes outside of the classrooms.
Romantic Appeal Sense of Competency Part B
The BEHS students trended towards a more social connection with other students,
while GCHS students showed less social connection which is reported in Table 14. The
Romantic Appeal Sense of Competency emphasized making a connection with people
you really like and those feelings, in turn, play an important role in how competent
students feel around their peers. The set of structured articulation activities did
emphasize to the students that respecting the culture of relationships in the classroom
made earning good grades much simpler and effective.

89

Behavioral Conduct Sense of Competency Part B
The BEH and GCHS students show a trend of differences in the reporting in the
results of the Behavioral Conduct Sense of Competency which is listed in Table 14. The
GCHS students indicated they recognize that behavior conduct in school is essential to
getting good grades. The set of structured articulation activities emphasized the
importance of performing at high behavioral levels will produce excellent grades. This
aspect was always a topic of the formula for graduating on time and is an important skill
outside of the classroom.
Close Friendship Sense of Competency Part B
The BCHS and GCHS student results present close similarities in the Friendship
Sense of Competency as reported in Table 14. These similarities are represented by the
importance each group gave to being able to have a close friend that they can trust. The
set of structured articulation activities did emphasize the importance of treating everyone
in the classroom with respect to the rules that manage the classroom.
Summary of the Harter Self-Perception Adolescent Profile Results
The two areas that stand out statistically significant in Tables 13 and 14 are the
Social and Behavioral findings of both Part A and Part B. This is significant because the
self-perception and sense of competency were similar in their results. It also sets up a
perception of how both groups of students approach their social and behavioral
experiences in the school environment. The information from the Harter Self-Perception
Adolescent Profile gave a strong background of how these students perceive their selfidentity in the school environment and, with the exception of Social and Behavioral
domains mentioned above, the two groups of students were statistically similar on all of

90

the other domains on both parts of the Harter survey. The next surveys administered will
more specifically address students’ experiences while transitioning to grade nine.
Table 14
Harter Adolescent Self-Perception Profile – Part B
BEHS
(n=30)

GCHS
(n=39)

Subscale

Mean
(sd)

Mean
(sd)

Scholastic

3.64

3.76

0.51

0.49

2.86

2.59

0.73

0.76

3.02

2.94

0.78

0.86

2.99

2.97

0.77

0.70

3.57

3.64

0.56

0.63

3.28

3.18

0.70

0.75

3.35

3.75

0.85

0.55

3.66

3.84

0.78

0.41

sd
Social
sd
Athletic
sd
Physical
sd
Jobs
sd
Romantic
sd
Behavioral
sd
Friendships
sd

P-Value Cohen's d
0.35

-

0.14

-

0.67

-

0.93

-

0.60

-

0.57

-

0.03

0.57

0.26

-

Note: Boxed cells will be address further in Chapter Five.
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The third instrument used in this study was the survey developed by Susan
Anderson in her dissertation of 2008 titled The Anderson Student Survey, which is
identified as Appendix C (Anderson, 2008). A total of 69 students participated in the
Anderson Student Survey; 30 students were from Bullitt County and 39 students attended
Grant County Schools. Data were collected, analyzed, and interpreted to determine
students’ perspectives on practices implemented in the ninth grade. The instrument scale
was 1 to 5 with the larger number indicating higher student satisfaction in the three main
core constructs. The data were segregated by school, and each table includes means,
standard deviations for each question. Questions 3, 4, 8, 12 and 13 were reported with pValue and Cohen d statistical results and focused on the academic aspects of transition.
Overall student responses from this survey are displayed in Table 24 for Bullitt County
and Grant County Students. Questions 7 and 14 make up the Procedural Satisfaction
aspect of transition, and the Bullitt County and Grant County student results are displayed
in Table 25. Table 26 consist of Questions 2, 9 and 15, and displays the results of the
Social Satisfaction aspect of transition for Bullitt County and Grant County students.
Lastly, Questions 1, 5, 6, 10 and 11 focus on Interrelated Questions aspect of transition
and the results for Grant County and Bullitt County students is detailed in Table 27.
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Table 15
Cronbach Alpha Scores Anderson Student Survey

Domain

Question

Question

Question

Question

Question

Cronbach
Alpha
Score

Academic
Satisfaction

3

4

8

12

13

.38

Procedural
Satisfaction

7

14

Social
Satisfaction

2

9

15

Interrelated
Questions

1

5

6

.13
.35
10

11

.18

Anderson Student Academic Satisfaction Survey Part 1
Student responses to the survey questions that focused on academic satisfaction in
grade nine indicated both groups of students rated academic satisfaction similarly as
reported in Table 16. Their overall academic scores were similar in their totals. The
questions centered on how students perceived their experience in their schedule,
workload, grading policy, teacher interactions with them to motivate students to do well,
and the support systems available to them. BEHS and GCHS students found the
academic experience similar in small effects. The set of structured articulation activities
introduced to the GCHS students were heavily geared towards developing academic
satisfaction during the transition process. In comparison, the treatment and non-treatment
group revealed no statistically significant findings. The data for GCHS did show the
articulation activities had some effect on the process of establishing satisfaction in the
area of academics.
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Table 16
Anderson Student Academic Satisfaction Survey
BEHS
(n=30)

GCHS
(n=39)

Subscale

Mean
(sd)

Mean
(sd)

p-Value

Cohen's d

3 Was the school schedule
confusing in ninth grade?

3.77

3.53

0.40

-

sd

1.01

1.23

4 Did you feel the academic
workload in high school was
different from middle
school?

2.43

2.22

0.46

-

sd

1.22

1.10

4.27

3.86

0.11

-

0.69

1.22

3.93

4.03

0.66

-

0.94

0.81

4.10

3.83

0.21

-

0.76

0.91

3.70

3.49

0.39

-

0.92

1.05

8 Was the grading policy
explained at the beginning
of each semester?
sd
12 Did you feel that your ninth
grade teachers motivated
you to succeed?
sd
13 Were you satisfied with the
academic support you
received in ninth grade?
sd
Academic overall
sd
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Anderson Student Procedural Satisfaction Survey Part 1
Student responses to the survey items showed similar responses for both groups
from BEHS and GCHS. The students from both groups agreed that school procedures
were clearly explained as reported in Table 17. Akos (2004) found that an important
concern for ninth graders transitioning into high school is the unknown expectations of
the procedures they will encounter. The set of structured articulation activities addressed
this concern and the trend in the total scores indicated GCHS students (the treatment
group) were very positive about their first experiences in grade nine.
Table 17
Anderson Student Procedure Satisfaction Survey
BEHS
(n=30)

GCHS
(n=39)

Subscale

Mean
(sd)

Mean
(sd)

p-Value

Cohen's d

7 Were the attendance
procedures and classroom
schedules clearly
explained at the beginning
of each semester?

4.23

4.19

0.87

-

0.94

0.92

3.90

4.03

0.44

-

0.76

0.56

4.07

4.11

0.81

-

0.78

0.69

sd
14 Were you satisfied with
the procedural support you
received in the ninth
grade?
sd
Procedure Overall
sd
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Anderson Student Social Satisfaction Survey Part 1
BEHS and GCHS student responses to the Social Satisfaction survey trended
similarly as reported in Table 18. Both groups showed they were looking forward to
making new friends and felt there was social support in their new grade nine
surroundings. Ascher (2006) found that grade nine students look forward to the chance
to meet and make new friends in the high school. The set of structured articulation
activities introduced to the treatment group (GCHS) emphasized orientations that
occurred with their peers. The intent was to help the students understand the support
systems that are available to them.
Table 18
Anderson Student Social Satisfaction Survey
BEHS
(n=30)

GCHS
(n=39)

Subscale

Mean
(sd)

Mean
(sd)

p-Value

Cohen's d

2 Were you looking forward to
making new friends?

4.17

4.03

0.53

-

sd

0.79

0.97

3.67

3.75

0.75

-

1.32

0.87

4.20

4.28

0.72

-

0.76

0.97

4.01

4.02

0.97

-

0.94

0.87

9 Was classroom discipline
fair, consistent, and
conducive to learning?
sd
15 Were you satisfied with the
social support you received
in the ninth grade?
sd
Social Overall
sd
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Anderson Student Interrelated Satisfaction Survey Part 1
BEHS and GCHS Student responses to items in the survey that were interrelated
(academic, procedural, and social) were similar as reported in Table 19. Both sets of
students showed they were well supported by the social environment of the school and
this helped them to recognize the importance of staying in school. The students from
both groups indicated they did not feel they were lost at the high school. The treatment
and non-treatment groups emphasized that dropping out was not an option and that the
support from their parents/guardians, faculty and staff was very important to them. The
comparison between the two groups showed more similarities in this area than
differences. The overall findings showed a large effect on the comparison of each group.
Table 19
Anderson Student Interrelated Satisfaction Survey

Subscale
1 Were you excited about
entering high school?
sd
5 Did you ever feel lost?
sd
6 Did you ever feel like
dropping out?
sd
10 Did you feel that you
received support from
school faculty and staff?
sd

BEHS
(n=30)
Mean
(sd)

GCHS
(n=39)
Mean
(sd)

p-Value

Cohen's d

4.37

4.00

0.10

-

0.76

0.96

3.70

3.31

0.19

-

1.18

1.21

4.83

4.19

0.00

1.00

0.46

0.82

3.97

4.03

0.76

-

0.93

0.70
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11 Did you feel that you
received support from your
parents/guardians?
sd
Interrelated Overall
sd

4.33

4.39

0.66

0.73

4.24

3.98

0.26

0.24

0.75

-

0.00

0.42

Anderson Focus Group Question Part 2
Anderson Focus Interview Questions, identified as Appendix D, starts with two
questions in the focus group format where students could choose one or more of the
response options offered. These two questions asked students to judge elements of both
sides of the transition, what they missed about middle school and what they were looking
forward to in high school. Responses selected were categorized into the same three
categories as the open-ended responses (see Table 20). Based in large part on the
emphasis included in the set of structured articulation activities, the selected responses
were categorized as: 1c, 1d, = academic (connections to teachers or co-curricular
activities are integrally meshed with academic performance); 1a = social; 1b =
procedural. For Question 2, the categorizations were decided in a similar manner: 2b, 2d,
2e = academic; 2a = social; 2c = procedural. Among all the responses from the group of
students, the percent that fell into each of the three categories are reported in Table 20.
The next five questions in the Anderson Focus Group Questions are open response
categories. They include the question, the satisfaction category, the responses in
percentages, and the representative quotes of the BEHS and GCHS students. The
comparison of the treatment group responses (GCHS) and the non-treatment group
(BEHS) is focused on the representative quotes and the representation of the
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percentages. The emphasis was directed toward the three core areas of academics,
social, procedural and the interrelated items which included all three areas.
Anderson Student Focus Group Questions Part 2 (Transition Experiences Judged After
One Semester of High School)
Table 20
Transition Experiences Judged After One Semester of High School
No
Question

School

Academic

Social

Procedural

Response

1 What were some of
the things you
missed about
middle school, (if
any)?

Bullitt

39.1%

8.8%

30.4%

21.7%

Grant

69.4%

27.8%

33.3%

8.6%

2 What were you
looking forward to
in high school?

Bullitt

17.5%

13.0%

30.4%

21.7%

Grant

47.2%

0%

52.8%

0%

Bullitt n=30, Grant n=39
Note: Percentages add up to more than 100% because students could choose more than
one response. Boxed cells will be covered further in Chapter Five.
The distribution across these categories overall showed GCHS students were
focused more on the academic aspects of the transition when compared to BEHS
students. In particular, GCHS students expressed that they missed the middle school
academics but, simultaneously, were looking forward to high school level of academic
challenges. The higher percentage of GCHS students who expressed they were looking
forward to procedural aspects of high school suggests that they may have felt more
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comfortable with new high school procedures because of the structured set of articulation
activities.
Anderson Focus Group Questions Part 2
The GCHS students, who received a set of structured articulation activities,
centered their open responses towards the academic and procedural areas on Question 3
as reported in Table 21. Comments focused on the major differences in the demands of
the academic requirements of the high school. Comments such as ‘Difficult projects and
homework’, ‘Final exams need more time to prepare for because they are longer’ and
‘Count for more and more pressure to get good grades’. GCHS student’s 51.7% response
in Table 21 was reflective of the importance that set of structured articulation activities
placed on the academic development of the students. In contrast, the BEHS students
rated the procedural area as the most important difference to them during their transition
to the high school. They commented that the schedule, class length, class size and longer
classes influenced their perceptions of the transition process.
Question 4 asked: What was the easiest transition to the high school? GCHS
student’s responses measured the highest with 50% found procedural the easiest aspect of
the transition to high school. Students comments in this area centered on ‘Knowing what
is expected of me in a class helped me keep my grades up’ and ‘It is important to know
how teachers grade’. The set of structured articulation activities focused on the
importance of teacher familiarization as a significant aspect of getting and keeping good
grades. BEHS students choose the academic area has the easiest transition to high school
as reported in Table 21. Their comments unexpectedly centered on the procedural area
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instead of the academic area with responses as ‘Less strict’, ‘More responsibilities on
knowing where I should be’, and ‘It is important to know the schedule of the day’.
Question 5 asked the students to identify what was the most challenging aspect of
their transition to the high school which was reported in Table 21. In the survey, 58.7%
of GCHS students centered their comments on the academic areas such as ‘Teachers
expect more out of you’, ‘Teaching myself sometimes’, ‘Strict rules about grades’ and
‘Responsible for doing work on your own’. The set of structured articulation activities
emphasized the importance of self-responsibility when dealing with the academic
demands of the transition process to high school. The BEHS students similarly rated
Academics with a 53% response and commented: ‘Difficult work’, ‘The work was harder
in math and science’, and ‘Getting to know what teachers wanted from me’.
Question 6 asked the students what transition activity was the most helpful to the
transition process. Table 21 reported 69% GCHS students based their responses on the
procedural area. They commented ‘School tours’, ‘Teacher swap day’, and ‘High school
tours’ were helpful in their transition process. The set of structured articulation activities
promoted and implemented numerous meetings and orientation was geared towards
preparing students for the transition process to the high school. BEHS students scored
academic and procedural with an equal response of 43.5%. They commented on the
social areas that emphasized Freshman orientation such as ‘Staying with friends’ and
‘Freshman Academy meeting was helpful’.
Question 7 asked the students the direct question: How important is graduating
from high school? Both groups of students centered their responses on the Academic and
Procedural areas as reported in Table 21. GCHS students rated procedural with a 56%
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responses that ‘It is super important because I am going to college’, ‘It is very important
because my Mom and Dad did not graduate from high school’ and ‘Want to get ready for
the real world’. The set of structured articulation activities clearly encouraged students to
finish high school in all their activities. For the same direct question: How important is
graduating from high school; BEHS students’ responses centered on Academics with
comments such as ‘I want to succeed’, ‘Very important part of growing up’, and ‘It
allows me to move on to other goals.’
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Table 21
Anderson Focus Group Interview Questions

Question

3 What were
the major
differences
during your
transition to
high school?
103
4 What was
the easiest
transition to
high school?

Satisfaction
Category
Academic
BEHS
GCHS
Social
BEHS
GCHS
Procedural
BEHS
GCHS
Academic
BEHS
GCHS
Social
BEHS
GCHS
Procedural
BEHS
GCHS

Percent of
Responses
17.4%
51.7%
34.8%
10.3%

Representative Quote
Bullitt County (BEHS)

Representative Quote
Grant County (GCHS)

Schedule, Class times.

More responsible for grades.

Class Length.

Difficult projects and homework.

Class Size.
Longer classes.

Final exams need more time to
prepare for because they are longer
and count for more.

Schedule less restrictive.

More pressure to get good grades.

47.8%
34.5%
44.8%
26.5%
13.8%
23.5%
41.4%
50.0%

Teachers are more involved and I
get my work done.
Less Strict.
Different number of
periods each day.
More responsibilities on
knowing where I should
be.
It is important to know the
schedule of the day.

It is important to know how
teachers grade.
Doing homework will give me a
better chance at good grades.
Getting to know my teachers is
important to a high level.
Knowing what is expected in a
class helped me keep my grades
up.

Question

5 What was the
most
challenging
during your
transition?
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6 What
transition
activity was
most helpful
to you in
your
transition?

Satisfaction
Category
Academic
BEHS
GCHS
Social
BEHS
GCHS
Procedural
BEHS
GCHS

Academic
BEHS
GCHS
Social
BEHS
GCHS
Procedural
BEHS
GCHS

Percent of
Responses
58.6%
53.0%
17.2%
26.5%
24.1%
20.5%

43.5%
24.1%
43.5%
6.9%
13.0%
69.0%

Representative Quote
Bullitt County (BEHS)

Representative Quote
Grant County (GCHS)

Academics but I still made it
through it.

Teachers expect more out of
you.

Getting to know what
teachers wanted from me.

Teaching myself sometimes.

Difficult work.

Strict rules about grades &
homework.

The work was harder in math
& science.

Responsible for doing work
on your own.

Orientation.

School tours.

Staying with friends.

Question & Answers

Art meeting was fun a very
good for meeting people.

Tours with teachers.

Freshman orientation.
Freshman academy meeting.

High School tour.
Teacher swap day – that was
fun.
My mom thought the
orientation meetings were
good.

Question

7 How
important is
graduating
from high
school is to
you?

Satisfaction
Category
Academic
BEHS
GCHS
Social
BEHS
GCHS
Procedural
BEHS
GCHS

Percent of
Responses
51.7%
13.0%
0%
30.4%
48.3%
56.5%

Representative Quote
Bullitt County (BEHS)

Representative Quote
Grant County (GCHS)

I want to succeed.

It is super important because
I am going to college.

Very important part of
growing up.
It allows me to move on to
other goals.
It helps you find a job.

It is very important because
my Mom and Dad did not
graduate from High School.
Want to get ready for the
real world.
My future depends on how
well I do in High School.
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Bullitt n=30, Grant n=39

Table 22
Anderson Focus Group Question with Yes or No Answers (in percents)

Question

School

Yes

No

8 Have you ever thought about leaving
school?

Bullitt

2.9%

97.1%

Grant

0%

100%

Bullitt

44.8%

55.2%

Grant

100%

0%

9 Overall, did you feel you had a
successful ninth grade school year?

Bullitt n=30; Grant n=39
The Anderson Focus Group Questions with yes and no answers, reported in Table
22, show in Question 8 that students from both schools emphasize the importance of
staying in school. The GCHS students who received the set of structured articulation
activities were given numerous experiences that showed why staying in school was
crucial to achieve the goal of having a more successful career. The non-treatment group,
BEHS students, experienced similar activities which also had an influence on how they
responded to this question.
For Question 9, 44.8% of BEHS students responded “Yes”, they had a successful
ninth grade year whereas 55.2% responded “No” when asked if they had a successful
year. These results indicate a split of the sample group into two distinct categories. The
students who responded with a negative response centered their concerns on the stress of
adjusting to the high school demands and this resulted in not taking their academics
seriously. The students who responded “Yes” also recognized the stress of getting good
grades in their comments and felt their efforts to be successful were fulfilled. The GCHS
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students responded with very positive comments about their grade nine year. Student’s
positive remarks indicated they had good support from their teachers and keeping up with
homework usually results in good grades. Results for GCHS students indicate no one
entertained the thought of dropping out of school. The emphasis of the set of structured
articulation activities was to build self-confident student who had the skills and grades to
support the vision of graduating from high school. In contrast, the BEHS students
showed they were confused even though they overwhelmingly indicated they would not
consider dropping out of school. These results showed significant differences between
the treatment and non-treatment group. The GCHS students pointed out very clearly in a
response that they “Were not quitters” and that motivated them to stay the course to
successfully finish high school.
Results Summary
This study investigated the effectiveness of a specific program that was directed
to increase the success ratio of students transitioning from grade eight to grade nine.
The statistical analysis of the data for the research question, which was associated
with student attitudes, revealed that the implementation of a set of structured articulation
activities had a positive change in student impressions of their self image and their
experiences with the transition process from grade eight to grade nine. A significant
change in attitudes was found when compared to a group of students not receiving the
structured articulation activities.
Our results from the data were sufficient to recommend continued organized
effort to influence student attitudes with the set of structured articulation activities.
Results support implementation at the crucial influence point of grade eight to grade nine
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transition. The twelve articulation activities used by the Grant County School system to
influence the specific needs of the students in the school system did positively impact the
results for GCHS students. Although this study provided some answers about using this
set of articulation activities to improve student performance and orientation at grade nine,
more research is required to understand how these activities work and what populations
are impacted most. For example, researchers should increase the number of variables for
student demographics, and measure their specific attitudes towards the demands of the
transition from middle school to high Also, to provide a more robust solution for
schools, more years of study is required to provide longitudinal data. Nevertheless, our
results provided ample evidence that consistent use of structured articulation activities
can have a positive impact on student orientation and performance.
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CHAPTER FIVE
CONCLUSIONS, IMPLICATIONS AND RECOMMENDATIONS
Introduction
The rationale for undertaking this research study was to determine if the
introduction of a set of structured articulation activities could impact the transition of
students from grade eight to grade nine. Analysis of the data presented in Chapter Four
showed that students’ attitudes could be influenced in specific core constructs of
academic, social, and procedural areas of the transition process. This chapter provides a
synopsis of the implications a set of articulation activities can have on the attitudes of
students striving to be successful in grade nine.
Research, Findings and Conclusions
Research Question
Two studies directly connected to this study, prepared by Allen (2011) and
Christian (2012) recognized the same interpretation of the literature and, with this study,
agreed on the same construct format used for development of the articulation activities.
Activities would center on: (1) curriculum; (2) discipline and safety; (3) facilities; (4)
general student needs; and (5) teachers, counselors, and administrators. The focus of this
study was to determine whether implementing a set of structured articulation activities,
based on these categorical areas, would have an impact on students as they transition
from grade eight to grade nine. The research question framed for this study: What impact
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does a set of structured articulation activities have on student attitudes? Chapter Four
presented the findings based on this research question.
The dependent variable identified in this study was student attitudes. The
independent variables were the structured articulation activities implemented at grade
eight and continue through the first semester of the grade nine school term. The
treatment group (Grant County) demonstrated significant improvement on several
attitude constructs when compared with the comparison non treatment group Bullitt
County. The Harter profile measured the importance of the “self” in the adolescent’s
own image and how they viewed other students. The introduction of a set of structured
articulation activities in a systematic and highly reliable format revealed practical results.
As indicated in Table 3, students were presented with a time-implemented set of
articulation activities that were intended to influence student attitudes in a positive
deliberate format. A committee that constituted the GCTI, which was referenced in
Chapter Three, developed and implemented a set of structured articulation activities. The
results of this implementation was measured by two other researchers, Allen (2011) who
found the a set of structured articulation activities can affect the grades and behavior of
the students in the transition process and, by Christian (2012), who concluded that the
GCTI had developed into a learning organization that could produce a systematic process
to develop and implement a set of structured articulation activities. While working in
parallel with these two studies, this study measured how these articulation activities
would affect student attitudes in the post environment of the first semester at grade nine.
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The organization of this chapter is outlined around the study’s research question
and includes a description of the results of each data source analysis presented in Chapter
Four.
Impact of Set of Structured Articulation Activities
Findings are summarized in four categories: Harter Self-Perception
Similarities/Differences, Harter Sense of Competency Similarities/Differences, Anderson
Likert Questions Similarities/Differences, and Anderson Focus Group
Similarities/Differences. These findings will be followed by a summary statement
addressing the research question and implications for practice which includes this study.
Harter Self Perception Similarities/Differences
Table 13 presents to this research a portrait of how students perceived their selfidentity in specific categories. Two strands, social and behavioral conduct, showed
statistical significant findings that present profiles of the two student groups being
compared. The Allen (2011) study showed academic improvement as well as a decline in
behavioral incidents among GCHS students. Allen reported statistical significance in the
areas of grade point averages, final mathematic grades for a given year, student behavior
and results on standardized tests. The other profiles provided trending data that show a
representation of how the students perceived the events around them with the set of
structured articulation activities being implemented into their daily routines.
The social strand findings, listed in Table 13, show that BEHS students
demonstrated a better understanding of the importance of the social aspect of the
environment. Their social environment is considered rural but they come from close-knit
communities with larger populations than those in Grant County. GCHS students have
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less densely populated centers of community support and activities. Although they come
together to one middle school they are housed in small groups of 50 to 60 students. In
comparison BEHS students come from two middle schools comprised of teams with 120
students in each team. These numbers suggest that BEHS students are more aware of the
social interaction issues at a higher knowledge level than their peers at GCHS. This
difference was recognized by the GCTI, which scheduled two additional trips to the high
school for orientation to compensate for the noted deficiency. GCHS students were also
encouraged to visit the high school, on their own during the summer, when the Freshman
Academy principal was there, to assist them with the tour and introductions to the
Freshman Academy faculty. GCTI felt it was important for students to have more
knowledge of the high school environment while GCHS students adjust to the social
demands of the high school.
The behavioral conduct strand, as reported in Table 13, showed that GCHS
students were significantly more aware of the importance of cooperating with their
teachers and administrators. Allen (2011) in her study showed discipline actions for
GCHS students were significantly less that the BEHS student. The set of articulation
activities held in numerous venues emphasized the importance of adjusting to the
classroom demands of acceptable behavior. The meeting with students who were
struggling with behavior in the middle school had special orientation meetings in the
summer to help the students establish new problem solving skills that would help them
cope with the demands of the grade nine classroom environment.
The similarities portrayed in Table 13 showed that students from BEHS and
GCHS trended towards recognizing that scholastic or academic awareness was essential
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to their self-identity. The set of structured articulation activities centered heavily on
making students aware of the importance of staying on track to produce good grades and
getting all their grade nine credits. The results of Jobs Self-Perception in Table 13
supported this trend as students from both groups recognized the importance of having
strong work ethic skills and how their success in the classroom was associated with this
form of skill success. The set of structured articulation activities presented robust efforts
to this area during orientation, which presented a connection between having good grades
and the ability to find part-time work in the surrounding communities.
Another similarity identified in Table 13 was Friendships and Self-Worth profiles.
The data indicated both groups of students understood it was important to develop good
relationships with their peers because it had a direct correlation to their self-identity and
their success in the classroom. The set of articulation activities supported both strands by
providing examples, in the orientations and teacher swap activities, how strong support
from their community and peers can help to develop good habits and also enhance
relationships and good grades.
Harter Adolescent Self-Perception Profile Similarities/Differences
The findings found in Table 14 show that BEHS and GCHS students did have the
same statistical trends in Social and Behavioral Conduct as reported in Table 13. This
trend confirmed the importance of GCHS needing more development in the social
interactions area. This need was addressed in the set articulation activities which
sponsored activities like the dances which brought teachers from both the high school
Freshman Academy and the middle school teachers together to work with the students in
a positive social environment. This activity helped build support lines of communication
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between the incoming grade eight students with new high school teachers. Students
found this to be one of the most valuable ways of getting to know their teachers as
reported by Christian (2012) who interviewed teachers who attended these dances. This
activity set the tone for GCHS to feel at ease about approaching their new teachers in
grade nine. Remember that the sense of competency measured in these strands showed
what students perceived were abilities they had improved over the past 12 months.
The Behavioral Conduct findings found in Table 14 support the differences that
the BEHS and GCHS portrayed in the previous findings noted in Table 13. Although
not classified as significant, the trending data showed that students from GCHS felt more
confident navigating their way through problem solving and produce less behavioral
incidents as reported by Allen (2011). Christian (2012) reported teachers and
administrators developed strategies to help students cope with the stress of getting good
grades and to keep behavioral incidents to a minimum. The set of structured articulation
activities were geared to help students develop a sense of competence and making them
realize that good grades can reduce the stress of coping with the demands of teachers and
their peers in the classroom. For example one topic in the teacher swap was showing
students how to “survive” in their grade nine classroom environments. The grade nine
teachers presented plans for staying current on homework and test requirements, and how
not to get behind which would be important to get good grades over the academic term.
The students showed similarities in the competency strands of Physical
Appearance, Job, Romantic Appeal, and Close Friendship as reported in Table 14. These
common trends support that building a strong competency levels can produce the abilities
needed to cope with the stress of the grade eight to grade nine transition. The Close
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Friendship and Romantic Appeal showed how the students of both groups found that they
were comfortable with their appearance and their ability to make friends they could trust.
This trend is very important to recognize for this research. Creating support systems that
could help students assist students resolve classroom demands proved to be beneficial in
improving and sustaining their grades as revealed by the Allen (2011). That study
showed grades did improve when the articulation activities were implemented and trend
can help other strands improve in other aspects. Good grades and progress towards
graduating from high school produces a positive self-identity for students who are then
confident in creating positive relationships with other people in the school.
Anderson Student Academic Satisfaction Similarities/Differences
The academic satisfaction strand showed similarities between BEHS and GCHS
students are depicted in Table 16. This showed that the emphasis of the set of
articulation activities was centered on achieving academic satisfaction during their
transition process. The trending of the results gave a picture of students at GCHS
completing their first semester with satisfaction with their schedule and grading policy.
They also show that GCHS students found that their teachers were supportive and that
academic support was always available to them. The set of structured articulation
activities presented to the students gave them the abilities to use their support systems
effectively. Familiarization with their teachers prior to the starting of their grade nine
year proved to be very beneficial in producing a sense of satisfaction in this strand.
The differences in the strand only surfaced at low levels which are listed in Table
16. Both groups responded in similar trends towards satisfaction. It could suggest the
results for the GCHS students may have been more dissatisfied without the articulation
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activities. Prior to the introduction of the set of structured articulation activities, GCHS
students only received one high school tour and one scheduling meeting at the middle
school. They were left to adapt to the transition process on their own. Pretest data from
Allen (2011) shows that the students were dropping out at high rates and this was directly
tied to poor academic performance in the grade nine year. However, the results of this
study of attitudes demonstrated that the treatment group measured statistically similar to
the comparison group of students in an academically high-performing district, which
suggests that not only did the structured articulation activities positively impact with a
lower drop out rate, but that student attitudes may have also been changed which would
be a precursor to that improved behavior as documented in the Allen (2011) research.
Anderson Student Procedural Satisfaction Similarities/Differences
The procedural impact on students from BEHS and GCHS were similar in the
total scores reported in Table 17. Both groups trended towards small difference in their
feelings of satisfaction to understand the attendance procedures. This was supported in
the Allen (2011) research which presented data to support the set of articulation activities
had no statistically significant effect on attendance for the students. The set of structured
articulation activities did emphasize the practice of good attendance but evidence
surfaced that their attendance improved because of the articulation activities. The key is
that the students understood what was expected of them in reference to the requirements
of good attendance. Knowing these facts resonate with being satisfied as indicated in
Question 14 located in Table 17. Predictability in the support systems that were available
to the students proved to be beneficial to reduce the stress level of transitioning to high
school.
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Anderson Student Social Satisfaction Similarities/Differences
The social satisfaction strand showed similarities for the BEHS and GCHS
students as presented in Table 18. Both groups rated the social overall score high in
satisfaction. The questions were directed at making new friends and social support
received in the ninth grade. The set of structured articulation activities did address the
importance of meeting new people at the high school and how important it was to stay
positive in those relationships. For example, much emphasis was placed on working with
others to maintain good grades. This result would support the findings that showed
making new friends were important to the GCHS students. Creating and maintaining the
support systems in grade nine was crucial and emphasized by the Freshman Academy
principal in all orientation meetings with the grade eight students, and then again when
they arrived as grade nine students. This emphasis was a hallmark of the set of structured
articulation activities. The trending data did not show any significant differences
between the two groups. This might be the result of how the questions were formatted in
the Anderson survey. The questions in the Anderson study specifically ask the students
to respond in a negative or positive manner for their responses. Therefore, the results are
geared towards describing the students’ experience with a certain social activity. The set
of articulation activities were formulated to provide specific positive experience.
Anderson Student Interrelated Satisfaction Similarities/Differences
The interrelated satisfaction strands for the BEHS and GCHS students showed
similarities in Table 19. The students of both groups gave high ratings to being satisfied
overall with their experiences in grade nine at the high school. The question centered on
being excited about entering the high school, whether you felt lost, did you consider
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dropping out once you started and did the support systems available prove to be helpful.
The set of structured articulation activities did address all these concerns and supports the
high rating that the GCHS students gave each question. They were encouraged to be
excited about the new settings at the high school and the opportunities this would provide
to them. The emphasis of seeking out support for help in solving problems was presented
to students with examples of problems grade nine students might have and how to solve
them. This proved very valuable according to Christian (2012) who presented
collaborated agendas from grade eight and grade nine teachers working together on
curriculum and articulation activity planning. This is a direct reflection of the satisfaction
students reported from their transition experiences.
Anderson Focus Group Questions Similarities/Differences
In Table 20, Question 1, percentages indicated that the GCHS students who
experienced the set of structured articulation activities found that they missed the
academic experiences they had in the middle school. The articulation activities were
geared towards how the grade nine academic life would look after one semester.
Students were asked to make the comparisons between what they had known and what
was happening now to them. The set of structured articulation activities helped students
prepare for the demands of the new structure of high school academics. Although GCHS
students indicated they missed the predictable ways of the middle school, they were still
prepared for the demands of grade nine academic programs. This was affirmed by
Anderson (2008) that students must be prepared for the rigor of the academic
requirements of grade nine.
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In Table 20, Question 2, percentages indicated that the GCHS students found both
their expectations for high school academics their main concern in comparison with the
BEHS students. This is consistent with the students performing well on their academic
requirements as reported by Allen (2011). The focus on staying up to date and all
homework was a major topic of the grade nine teaches during the teacher swap day
activities. Akos (2004) emphasized that people who are in charge of transition activities
need to pay close attention to researched problems of grade nine students since they
provide instructions on how to solve those problems for both adults and students.
In Table 21, Question 3 percentages indicate that the GCHS students found
academics provided the major difference in their transition to high school. This suggests
the demands of high school academics proved to be the main concern of the GCHS
students. The BEHS students found the procedural changes had more influence on them
because of the added responsibilities. The GCHS students found their grade eight
teachers collaborating with the grade nine provided academic consistency for them in the
classroom. Mac Iver (1990) found that collaboration between teachers from both middle
and high school proved very helpful to building the confidence skills in students as they
transitioned to the high school. Christian (2012) found teachers more prepared for the
students in grade nine because they were more familiar with their grade eight academic
and social needs.
In Table 21, Question 4, the percentages indicated that the GCHS students found
both social and procedural types of transition easier than the comparison group BEHS.
This suggest that GCHS students may have been able to focus more intently on academic
transition, thereby enabling them to earn higher grades in grade nine than the BEHS
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students. This trend is supported by the research of Allen (2011) which detailed stronger
academic outcomes. Oakes (2009) concluded that transitions are a process not an event,
and a systemic process introduced in grade eight and continued through grade nine, will
give the students a highly reliable support system.
In Table 21, Question 5, the percentages indicated that the GCHS students found
the academic type the most challenging during their transition. In comparison, the BEHS
students found academics also challenging but not at as high of percentage. The
consistent approach of establishing academic goals for the GCHS students proved to be
very helpful keeping the GCHS focused on the academic challenges of grade nine.
Alspaugh (1998) found when students are provided with extra help with academics, and
other types of support, less achievement is lost which results in lower dropout rates.
In Table 21, Question 6, the percentages indicated that the GCHS students found
procedural types of transition more helpful in their transition process than the comparison
group BEHS students. This suggests that the increased number of structured articulation
activities had an impact on the attitudes of the GCHS grade nine students. The
introduction of 12 articulation activities over a 12 month span proved to be influential in
the students’ transition process. In contrast, the BEHS received only four articulation
activities. Herzog and Morgan (1999) found that high schools that offer five or more
articulation activities for their grade nine students see a reduction in failures and
dropouts.
In Table 21, Question 7, the percentages indicated that the GCHS students found
procedural types of transition more important towards graduating than the BEHS students
(which chose academic). This contrast may be explained by student comments made
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about staying track to graduate. BEHS students identified the importance of succeeding,
which suggest that academics are the direct line to that success. While the GCHS
students perceived that having plans to attend college, getting ready for the real world,
and accomplishing a task my parents were not able to complete were all driving forces to
want to graduate. Kennelly & Monrad (2007) found that students needed to develop
goals and celebrate those accomplishments of those goals so that their journeys are
impactful and effective.
In Table 22, Question 8, the percentages indicated that the GCHS students found
that 100% of the students would not consider leaving school. In comparison, BEHS
student responses indicate 97.1 % in favor of never leaving school. This obviously is
good information for both schools. The structured articulation activities were centered on
making students understand that there were not options open to them except for finishing
school. Perhaps a hard stance, but the decision was made by GCTI that this goal had to
be established for each student if the interventions were to be effective. Harter (1988)
emphasizes that the growth of an adolescent’s self-identity is directly related their view
of competency in areas of their life. The importance of creating successful experiences
for students at early stages of transitional periods in their life is of the utmost importance.
In Table 22, Question 9, the percentages indicated that the GCHS students found
that their ninth grade year (in this case one semester) successful. The BEHS students in
comparison only rated their first semester as 44.8% successful. This contrast supports the
main objective of the set of structured articulation activities which was to give GCHS
students a positive and successful experience in their transition from grade eight to grade
nine. The development of a highly reliable set of structured articulation activities was
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implemented for the students to experience success in their first semester. Datnow and
Stringfield (2000) found that high reliability organizations, such as schools, could create
well-focused and organized coordination between schools. Grant County Middle and
High School created that organization by implementing GCTI.
Findings Summary
The use of multi sources of data provided ample evidence that answered the
study’s research question. Undoubtedly, the formation and work of the GCTI and the
ensuing implementation of structured articulation activities enabled GCHS and GCMS to
come together and impact the transition process for the GCHS students. As a result of
this effort, the students developed effective personal skills to transition to the high school
with confidence and competence in academic, social, and procedural skills. Through
these skills students, in the Grant County School System, have created a grade nine class
that is on an 85% graduation rate path to success. This level of achievement is an
exceptional level of improvement since the class before them was on a 65% graduation
rate path.
The impact of the set of structured articulation activities during the transition of
grade eight to grade nine:
1.

Teachers and administrators collaborated to develop a program that would assist
students to transition from grade eight to grade nine with positive results and
created 12 articulation activities.

2.

Students developed academic skills that helped them maintain effective grades
during the transition period.
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3.

Students developed social skills that enhanced their self-identity in the new
culture of grade nine.

4.

Students developed an effective level of confidence in building a support system
that will help them adjust to the procedural demands of the transition process to
grade nine.
Akos (2004) observed the student’s perception of the transition process is

sometimes ignored by those who should be paying very close attention to their progress
to receive a diploma. Students, parents, and teachers need a platform to advocate for a
transition process that can eliminate the high rate of unsuccessful grade nine students.
This study examined and utilized the research of Hertzog, Morgan, Mizelle, and
Irwin by introducing to the grade eight students an increased number of structured
articulation activities. GCTI developed and implemented 12 articulation activities at the
middle school and the high school level. Hertzog and Morgan did not specify what
activities were implemented in the transition process. The results of this study did
substantiate that structured articulation activities had a positive impact on student
attitudes in some areas of the academic, social, and procedural transition process. The
study also substantiated when examining the development of the student self-image
during the transition process, a set of structured articulation activities did have a
significant impact on certain areas of self-perception. Herzog and Morgan (1999)
developed one of the most complete studies of active research on the middle school
transition to the high school. Students transitioning from grade eight to grade nine, who
experience lower achievement and have less positive attitudes, are at risk for failure of
dropping out and not completing their high school education. This study found that
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students were positively influenced by the introduction of structured articulation activities
with respect to their developing self-image. This research is important because
improving the self-perception of students may increase their willingness to persevere in
their schooling (Harter, 1996).
The data from the Grant County administration, presented by Allen (2011),
examined the number of students retained in a three-year period and revealed student
success with a steady reduction of the failure rate at grade nine. This study examined the
student attitudes during this reduction process and the results were compared with nontreatment groups from Bullitt County, which received fewer articulation activities.
Student attitudes were measured after the students completed their first semester of the
ninth grade using the adolescent profile tool and a student survey specifically directed at
the how the student experienced the transition process. Although students were not asked
directly about the success or failure of a certain articulation activity to impact their
transition, the study did attempt to measure how the transition process affected them.
The structured articulation activities were developed to create a culture of success for the
students and determine if they felt success or failure. This was important to better
understand the process and the impact of the structured articulation activities.
Creating a support system for grade eight students transitioning to the high school
was the purpose of the GCTI. The structured articulation activities in this study did have
a positive effect on the adolescent’s self confidence in certain categorical areas. In the
curriculum, the grade eight-orientation meeting was centered on developing a grade nineclass schedule for the grade eight students. This meeting helped students and parents
create a level of confidence with their choices of classes that are mostly required at the

124

ninth grade level. This type of meeting was done with small groups and gave both
parents and students the opportunity to use their support systems at the middle school and
be introduced to high school personnel who would soon become their new support
systems. Scholastic Competence was viewed as very important to the adolescents from
Grant County and Bullitt County. The Grant County students did recognize that
performance in the classroom is very important to succeed at the high school level.
Getting a good start is essential and the structured articulation activity described
previously centered on preparation for a successful experience.
Social Acceptance development showed significant findings in Chapter Four and
several of the structured articulation activities had an effect on those areas. The activities
did emphasize the collaboration of the individual, their parents and the school personnel
but some collaboration also took place with their peer group, which was included in all
their experiences. As explained previously, the adolescent is developing his or her
strengths of identity with their peers. For example, when the students were presented
with grade eight tour of the high school environment, they toured with their friends and
classmates. Their introduction to the safety and discipline areas of the articulation
activities was also experienced with their friends and classmates. Finally, the experience
of having grade nine teachers come to their classes and talk to them about what to expect
at grade nine in the high school in specific subject areas was done in a classroom setting.
Getting to know their new instructors and experiencing the presentation of class
requirements with their peers was an attempt to help the students begin to build
confidence and relationships of support and trust. Observing how their peers reacted to
these experiences helps the adolescent develop their own self-identity they are trying to

125

formulate. The emphasis of all the activities was to create a trusting and predictable
environment that would encourage success. The GCTI articulation activities presented in
this study showed specific significance with the Grant County students in the area of
Social Acceptance.
Implications for Practice
Creating the trademark characteristics of High Reliability Organizations can give
these structured articulation activities the basis for a trusting environment that
adolescents need to experience. Transition programs need to include the following
aspects of organization:
1. Provide extensive training for all stakeholders in advance of implementing the
structured articulation activities. Include in this training an overview of the
adolescent population that will be served by the implementation of this transition
process. The importance of recognizing each group’s academic and social needs is
essential to the success of the intervention. The reinforcement of the clear goals
for stakeholders will enhance the effectiveness of their interactions with students.
2. Develop a consistent and reliable data bank of student opinions while they
progress through the transition activities. Measure their responses as the events
happen so that corrections can be made to the next event if there are signs students
are not receiving experiences they need to negotiate the transition.
3. Organize activities that produce awareness to the goals of success, academic and
social skills, and the importance of developing problem solving techniques to cope
with the transition process.

126

4. Encourage and require teachers to develop classroom activities that reinforce the
skills and information that is provided for the students during their orientation
meetings.
5. The development of an Anderson-type survey formulated into an assessment tool
which can be used by different schools for their respective purposes.
Recommendations
No one particular set of the structured activities had the most impact during the
transition process. Students did find that many of the structured articulation activities did
help them work with their peers, teachers, and communicate with parents on issues that
occurred in the ninth grade. The perception of how the transition process effected their
adolescent development was clear after they were asked to respond to the Harter survey.
This aspect of the study shows the importance of allowing students to discover their selfidentity. The understandings of how their needs were addressed academically, socially,
and procedurally reinforce the importance of developing strong transition programs that
assist students during a stressful time change and development.
Local school administrations know that failure at the early stage of the high
school experience can be devastating to student and graduation rates. In the era of
accountability, it important to embrace a transition program which can produce success.
Deciding what articulation activities should be used to create this pattern of success must
be a local decision. Yet putting together a high reliability organization that can produce
successful results must be done in a very structured, well researched, and thought out
manner. Implementation must be reinforced at all levels and constant input by all
stakeholders must be encouraged at all times.
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The study of these structured articulation activities introduced in Grant County
middle and high school had one very attractive aspect that should be considered when
reviewing the results. This program was developed at no additional cost to the district.
Meetings and orientation activities did not require additional expenditures from the
schools or district budget. There was no need for additional staff to implement the
program because the activities are inserted into already established transition activities.
Creating a cost efficient program that can produce positive results cannot be overlooked.
Introducing practices that have a research base and implemented by a practitioner can
impact the successful outcomes and be a valuable tool for the educator of today.
Intervention at the grade nine levels is essential to prevent a student’s loss of
motivation which can result in failing many classes early in their high school career and
eventually leads to dropping out of school (Anderson, 2008). Educators responsible for
the transition process must identify the needs of these students and then organize an
intervention which will focus on academic, procedural, and social needs of the grade
eight students as they transition to the grade nine demands of the high school. These
actions are essential to the future success of this group of students.
A highly reliable, organized effort with input by all stake holders can produce the
successful transition that students, parents, and the school community attempt to build
and secure for their school population. Future intervention efforts with structured
articulation activities should include the following activities.
1. Although the articulation activities were drawn from high reliability organization
and effective school research, this project required a flexible and dedicated team
to be effective. We followed the ideas presented in the learning organization
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research as noted in our conceptual framework. Building a team along this
model, with common goals, was critical to our success.
2. Survey participants before and after intervention efforts to establish pre and post
data.
3. Arrange a larger survey sample of students and schools.
4. Identify which specific structured articulation activity had the most impact and
which activity had no impact.
Moreover, answering the following questions may provide valuable information
that schools could use to understand and refine their interventions for maximum impact.
1. How many structured articulation activities are needed to be effective?
2. Which structured activities are the best fit for your schools?
Akos’ research, referenced in Chapter Two of this dissertation, indicated
Philadelphia’s Sunrise Middle school recognized the importance of a comprehensive
program which emphasized full cooperation at all levels of the students’ transition into
high school. Organizations who enlist help from the community and family will establish
a strong support system to the students as well as support the teachers all of which will
help students develop confidence in their academic abilities and behavioral coping skills.
Implications for Future Research
The findings in this study propose a set of new ideas on how to influence students
during their formative adolescent years during the transition from grade eight to grade
nine. Continued study is recommended that would measure the success rate of students
who received the structured articulation activities and their ability to stay on a pathway to
graduation would help examine the long term effects of structured articulation
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activities. Evaluating what activities proved to be the most effective for longitudinal
results would also be very beneficial.
The planning of articulation implementation requires an examination of what
activity has the most effect on student attitudes towards the transition process. Future
investigation is necessary on what activities prove to be most effective helping students
express their feeling about the manifestations of stress that the transition process can
create. The problems of low self-esteem, poor motivation, and inadequate peer
acceptance, often can lead to disruptive and maladaptive behavior. Additional research is
necessary to examine how students are coping with the changes of the transition process.
This can help adults responsible for the transition select effective articulation activities.
The future of students in transition lies with those who lead them through the
process. Research should continue to help these leaders understand the school context,
organization and related factors that have varying degrees of effect on the transition from
grade eight to grade nine. Evaluation on the type of training it takes to develop the skills
needed for transition is necessary and could produce teachers that understand the
developmental process of the adolescent with more effectiveness.
CONCLUSION
The transition to high school is a challenging experience for young adolescents
who face this experience with undeveloped self- identity. The school communities in this
country place students in the dilemma of facing and coping with the challenges of
transition with limited coordinated effort and support. The terms “they need to grow up”
and “we are not going to baby them” unfortunately persist from the high school faculties.
This approach unfortunately has created a “Freshman Bulge” at most high schools in the
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United States. This dilemma has created freshman classes that are adjusting poorly to the
demands of academic, procedural, and social experiences found in the transition process.
The importance of implementing structured articulation activities that can impact
the well-being of grade nine students as they transition into the high school was
researched in this study. From those results a set of structured articulation activities were
constructed and developed to impact the academic and behavioral performance of grade
nine students. The conceptual framework introduced in this study is based on the
understanding that structured articulation activities can have an effect on student attitudes
towards the transition process. Employing a set of structured articulation activities using
the characteristics found in high reliability organizations and effective schools can impact
students and how they perceive and experience the transition process in an organizational
learning structure.
This transition requires the connection among organizational support, student
involvement, and the experiences of success. It also must include the involvement of all
stakeholders, parents, teachers, counselors, and administrators in the process of each
stage of the transition program. One aspect of this study was to increase the involvement
the grade eight and grade nine teachers and administrators from the high school and
middle school in planning and implementing the program. The continuous collaboration
of school personnel from the high school and the middle school supports the research of
Datnow, Park, and Wohlestetter (2007). The effectiveness of the structured articulation
activities depended on the training and input from the schools as the students proceeded
through each aspect of the transition. The systematic processes used by the GCTI were
geared towards creating a culture of success for the students. This culture impacted the
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students’ attitudes while functioning as grade nine students. Their overall academic and
behavioral patterns increased into a strong culture of successful performance.
After recognizing that grade eight students were not transitioning to high school
with success rates that warrant or produce graduation rates of 90% or more, Grant County
school administrators decided to build a robust program based on many factors. Prior to
the implementation of new strategies to address the debilitating effects of course failures,
surveys of grade nine students were compiled, collected and reviewed by teachers and
administration personnel. The data from these surveys showed that students struggled
with the confusion of expectations of their grade nine teachers, experienced difficulty
with the procedural requirements of their new settings at the high school and the
academic demands which, in some cases, seemed much different to them when compared
to their grade eight year. These results produced numbers the high school could not
accept: 65% graduation rate, 25% of the grade nine classes failed one subject which put
them behind the projection of a four year to graduation schedule, and a fluctuating
dropout rate that could move anywhere between 3 to 5% consistently each year. These
factors, and others, required an aggressive new strategy to improve the success rate of
grade nine students. Administrators recognized intervention at grade eight was essential
to the program development.
The Grant County Transition Initiative (GCTI) was developed by a research team,
then reviewed and approved by a committee composed of the faculty and administration
of the middle and high schools. From this organized effort, 12 structured articulation
activities were developed and implementation of these activities started in the beginning
of the second semester of the 2008-2009 for the grade eight student academic school
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term. The development of this program had only one boundary: funding. The staff of
both schools understood that this effort would be funded with only existing funds
available to the schools. The effort by both schools was successful and required no new
funds; the school’s plans included strategies, attention to detail, and organizational
structures that became a normal part of their school day.
To be effective, organizations that implement transition programs must include
the following requirements:
1. Teacher support and student engagement,
2. The ability for teachers and administration to use data driven decision making in
implementing clear goals, and
3. School personnel need to create a culture of success by establishing activities that
students can experience.
In her studies, Harter (1981) recognized an important aspect about student
attitudes. The degree of approval or disapproval we attach to the adolescent’s attempts to
be successful feeds directly into their sense of competence. This means that the feeling
of perceived competence results from success or a history of success in an achievement
context. When students leave the middle school and begin their journey into the high
school, the critical aspect of experiencing success is essential. Schools that create
transition programs that can affect the feeling of competence for their students will see
achievement levels become consistent and effective.
In summary, this study investigated the perceptions of grade nine students at the
end of the first semester in the high school. Looking through their eyes we can see that
the twelve structured articulation activities introduced to students in their second
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semester of grade eight through to the first semester of their grade nine year had an
impact on their academic, social and procedural transition experiences. These
articulation activities were developed through the conceptual framework designed
(Figure 3) for this intervention which was also replicated in the Allen (2011) and
Christian (2012) studies. The results show, from all three studies, that structured
articulation activities can influence the academic performance, behavioral conduct, and
the development of a learning organization which can implement these structured
articulation activities into an effective, organized effort to improve the transition process
for the young adolescents facing this challenging event. This study specifically identified
areas of strong improvement in the following areas of the transition process:
1. The learning organization created by the GCTI did not require any additional funds
needed for the implementation of this intervention.
2. GCHS students, who received the structured articulation activities, rated their
satisfaction of their transition to high school with a 100% rating. In contrast, the
BEHS students (the non-treatment group) rated their high school transition
satisfaction with a rating of only 45%. Improving the transition process was the
goal of this study.
3. GCHS was able to match the academic results of BEHS which historically
performs at high levels on state testing during this documented study as indicated
in the Allen (2011) study. The transition survey results indicate Grant County
students deemed academics as highly important which sets the stage for a
successful academic year. This factor showed a habitual pattern of change in the
GCHS structure and created a community of learners.
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Underlying this successful middle to high school transition program is a key
concept of bringing middle and high school administrators, counselors, and teachers
together to learn about how academic, social, and procedural aspects of the transition can
be changed to help the grade nine student become successful. This result is well
documented by the increase of graduation rates from 65% to an increased rate of 85%.
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APPENDIX A: HARTER ADOLESCENT SELF-PERCEPTION PROFILE
SURVEY
WHAT I AM LIKE
Name_____________________Age______Birthday__________Group______________
Really
True
For
Me
a

Sort
Of
True
For
Me

Month

Day

Some teenagers
like to go to
movies in their
spare time

BUT

Other teenagers
would rather go
to sports events

1

Some teenagers
feel that they are
just as smart as
others their age

BUT

Other teenagers
aren’t so sure
and wonder if
they are as
smart

2

Some teenagers
find it hard to
make friends

BUT

For other
teenagers it’s
pretty easy

3

Some teenagers
do very well at
all kinds of
sports

BUT

Other teenagers
don’t feel that
they are very
good when it
comes to sports

4

Some teenagers
are not happy
with the way
they look

BUT

Other
Teenagers are
happy with the
way they look
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Sort
Of
True
For
Me

Really
True
For
Me

5

Some teenagers
feel that they are
ready to do well
at a part-time
job

BUT

Other teenagers
feel that they
are not quite
ready to handle
a part-time job

6

Some teenagers
feel that if they
are romantically
interested in
someone, that
person will like
them back

BUT

Other teenagers
worry that when
they like
someone
romantically,
that person
won’t like them
back

7

Some teenagers
usually do the
right thing

BUT

Other teenagers
often don’t do
what they know
is right

8

Some teenagers
are able to make
really close
friends
Some teenagers
are often
disappointed
with themselves

BUT

Other teenagers
find it hard to
make really
close friends
Other teenagers
are pretty
pleased with
themselves

10

Some teenagers
are pretty slow
in finishing their
school work

BUT

Other teenagers
can do their
school work
more quickly

11

Some teenagers
have a lot of
friends

BUT

Other teenagers
don’t have very
many friends

12

Some teenagers
think they could
do well at just
about any new
athletic activity

BUT

Other teenagers
are afraid they
might not do
well at a new
athletic activity

9
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BUT

13

Some teenagers
wish their body
was different

BUT

Other teenagers
like their body
the way it is

14

Some teenagers
feel that they
don’t have
enough skills to
do well at a job

BUT

Other teenagers
feel that they do
have enough
skills to do a
job well

15

Some teenagers
are not dating
the people they
are really
attracted to

BUT

Other teenagers
are dating those
people they are
attracted to

16

Some teenagers
often get in
trouble for the
things they do

BUT

Other teenagers
usually don’t do
things that get
them in trouble

17

Some teenagers
do have a close
friend they can
share secrets
with

BUT

Often teenagers
do not have a
really close
friend they can
share secrets
with

18

Some teenagers
don’t like the
way they are
leading their life

BUT

Other teenagers
do like the way
they are leading
their life

19

Some teenagers
do very well in
their class work

BUT

Other teenagers
don’t do very
well at their
class work

20

Some teenagers
are very hard to
like

BUT

Other teenagers
are really easy
to like
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21

Some teenagers
feel that they are
better than
others their age
at sports

BUT

Other teenagers
don’t feel they
can play as well

22

Some teenagers
wish their
physical
appearance was
different

BUT

Other teenagers
like their
physical
appearance the
way it is

23

Some teenagers
feel they are old
enough to get
and keep a
paying job

BUT

Other teenagers
do not feel they
are old enough,
yet, to really
handle a job
well

24

Some teenagers
feel that people
their age will be
romantically
attracted to them

BUT

Other teenagers
worry about
whether people
their age will be
attracted to
them

25

Some teenagers
feel easily good
about the way
they act

BUT

Other teenagers
don’t feel that
good about the
way they often
act

26

Some teenagers
wish they had a
really close
friend to share
things with

BUT

Other teenagers
do have a close
friend to share
things with

27

Some teenagers
are happy with
themselves most
of this time

BUT

Other teenagers
are often not
happy with
themselves
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28

Some teenagers
have trouble
figuring out the
answers in
school

BUT

Other teenagers
almost always
can figure out
the answers

29

Some teenagers
are popular with
others their age

BUT

Other teenagers
are not very
popular

30

Some teenagers
don’t do well at
new outdoor
games

BUT

Other teenagers
are good at new
games right
away

31

Some teenagers BUT
think that they
are good looking

Other teenagers
think that they
are not very
good looking

32

Some teenagers
feel like they
could do better
at work they do
for pay

BUT

Other teenagers
feel that they
are doing really
well at work
they do for pay

33

Some teenagers
feel that they are
fun and
interesting on a
date

BUT

Other teenagers
wonder about
how fun and
interesting they
are on a date

34

Some teenagers
do things they
know they
shouldn’t do

BUT

Other teenagers
hardly ever do
things they
know they
shouldn’t do

35

Some teenagers
find it hard to
make friends
they can really
trust

BUT

Other teenagers
are able to make
close friends
they can really
trust
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36

Some teenagers
like the kind of
person they are

BUT

Other teenagers
often wish they
were someone
else

37

Some teenagers
feel that they are
pretty intelligent

BUT

Other teenagers
question
whether they
are intelligent

38

Some teenagers
feel that they are
socially
accepted

BUT

39

Some teenagers
do not feel that
they are very
athletic

BUT

Other teenagers
wished that
more people
their age
accepted them
Other teenagers
feel that they
are very athletic

40

Some teenagers
really like their
looks

BUT

Other teenagers
wish they
looked different

41

Some teenagers
feel that they are
really able to
handle the work
on a paying job

BUT

Other teenagers
wonder if they
are really ding
as good a job at
work as they
should be doing

42

Some teenagers BUT
usually don’t go
out with the
people they
would really like
to date

Other teenagers
do go out with
the people they
really want to
date

43

Some teenagers
usually act the
way they know
they are
supposed to

Other teenagers
often don’t act
the way they are
supposed to
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BUT

44

Some teenagers
don’t have a
friend that is
close enough to
share really
personal
thoughts with

BUT

Other teenagers
do have a close
friend that they
can share
personal
thoughts and
feelings with

45

Some teenagers
are very happy
being the way
they are

BUT

Other teenagers
wish they were
different

160

APPENDIX B: HARTER ADOLESCENT SELF-PERCEPTION PROFILE
SURVEY
HOW IMPORTANT ARE EACH OF THESE THINGS TO YOU
Name_____________________Age______Grade__________Group_______________
Really
True
For
Me

Sort
Of
True
For
Me

Sort
Of
True
For
Me

1

Some teenagers
think it is
important to be
intelligent

BUT

Other teenagers
don’t think it is
important to be
intelligent

2

Some teenagers
don’t think it is
all that
important to
have a lot of
friends

BUT

Other teenagers
think that
having a lot of
friends is
important

3

Some teenagers
think it is
important to be
good at sports

BUT

Other teenagers
don’t care much
about being
good at sports

4

Some teenagers
don’t really
think that their
physical
appearance is all
that important

BUT

Other teenagers
think that their
physical
appearance is
important

5

Some teenagers
don’t care that
much about how
well they do on
a paying job

BUT

Other teenagers
feel it is
important that
they do well on
a paying job
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Really
True
For
Me

6

Some teenagers
think it is
important that
the people they
are romantically
interested in like
them back

BUT

Other teenagers
don’t really care
that much
whether
someone they
are interested in
likes them that
much

7

Some teenagers
don’t think it is
that important to
do the right
thing

BUT

Other teenagers
think that doing
the right thing is
important

8

Some teenagers
think it is
important to be
able to make
really close
friends

BUT

Other teenagers
don’t think
making close
friends is all
that important

9

Some teenagers
don’t think that
doing well in
school is really
that important

BUT

Other teenagers
think that doing
well in school is
important

10

Some teenagers
think it is
important to be
popular

BUT

Other teenagers
don’t care that
much about
whether they
are popular

11

Some teenagers
don’t think that
being athletic is
that important

BUT

Other teenagers
think that being
athletic is
important
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12

Some teenagers
think that how
they look is
important

BUT

Other teenagers
don’t care that
much about
how they look

13

Some teenagers
think it is
important to do
their best on a
paying job

BUT

Other teenagers
don’t think that
doing their best
on a job is all
that important

14

Some teenagers
don’t care that
much whether
they are dating
someone they
are romantically
interested in

BUT

Other teenagers
thinks it is
important to be
dating someone
they are
interested in

15

Some teenagers
think it is
important to act
the way they are
supposed to

BUT

Other teenagers
don’t care that
much whether
they are acting
the way they are
supposed to

16

Some teenagers
don’t care that
much about
having a close
friend they can
trust

BUT

Other teenagers
thinks it is
important to
have a really
close friend you
can trust
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APPENDIX C: ANDERSON STUDENT SURVEY
Date: _____________________________
School attended in 8th grade:________________ Private/Public
Gender: Male_______ Female _________
School attended in 9th grade:________________ Private/Public
Ethnicity:______________________________
Please fill out the survey below based on your experience in ninth grade. Individual
responses will be kept confidential.
QUESTIONS
1. Were you excited about entering school?

Strongly Disagree Neutral
Disagree
1
2
3

Agree
4

Strongly
Agree
5

2. Were you looking forward to making new
friends?

1

2

3

4

5

3. Was the school schedule confusing in
ninth grade?

1

2

3

4

5

4. Did you feel the academic work load in
high school was different from middle
school?

1

2

3

4

5

5. Did you ever feel lost?

1

2

3

4

5

6. Did you ever feel like dropping out of
school?

1

2

3

4

5

7. Were the attendance procedures and
classroom schedules clearly explained at the
beginning of each semester?

1

2

3

4

5

8. Was the grading policy explained at the
beginning of each semester?

1

2

3

4

5

9. Was classroom discipline fair, consistent,
and conducive to learning?

1

2

3

4

5
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10. Did you feel that you received support
from school faculty and staff?

1

2

3

4

5

11. Did you feel that you received support
from your parents/guardians?

1

2

3

4

5

12. Did you feel your ninth grade teachers
motivated you to succeed?

1

2

3

4

5

13. Were you satisfied with the academic
support you received in ninth grade?

1

2

3

4

5

14. Were you satisfied with the procedural
support you received in ninth grade?

1

2

3

4

5

15. Were you satisfied with the social
support you received in ninth grade?

1

2

3

4

5
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APPENDIX D: FOCUS GROUP INTERVIEW QUESTIONS
School:_____________________________________

Date:________________

1. What were some of the things you missed about middle school (if any)?
(Circle all that apply)
a.
Friends that did not attend the same high school.
b.
School schedule
c.
Particular teacher/staff member
d.
Co-curricular activities of middle school
2. What were you looking forward to in high school?
(Circle all that apply)
a.
New friends
b.
More interesting/challenging classes
c.
New schedules
d.
More choice in academic classes
e.
Co-curricular activities of high school
3. What were the major differences you observed during your transition to high
school?
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
4. What was the easiest transition to high school?
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
5. What was the most challenging during your transition?
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
6

What transition activity was the most helpful to you in your transition?
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
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7. How important is graduating from high school to you?
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
8. Have you ever thought about leaving school before graduation? If so, what made
you stay?
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
9. Overall, did you feel you had a successful ninth grade school year?
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________

(Anderson, 2008)
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